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EXECUTIVE SUMMARY 



American higher education continues to face difficult times. As 
the number of problems has grown over the past decades, the 
many constituencies of the higher education enterprise have 
searched for stronger managers and visionary leaders. It is not 
enough to be only an administrator or only a leader. Colleges 
and universities need leaders and managers who can turn their 
visions into reality (Birnbaum 1983; Keller 1983; Dressel 
1981; Rausch 1980). 

Sin:e many senior academic administrators of colleges and 
universities first trained for academic careers in research and 
teaching and scarcely anticipated their current administrative 
positions, they have had minimal management training. Both 
academic and nonacademic officers with years of adminis tr ative 
experience find that they must quickly develop the new and dif- 
ferent knowledge and skills needed to manage an institution 
wh^n they move into senior leadership positions. Likewise, ad- 
ministrators in senior positions must continue to grow as lead- 
ers while adapting to a constantly changing environment (Kerr 
1984; Keller 1983; Rausch 1980; Gaff et al. 1978; Scott 
1978a, 1978b; Fisher 1977; Henderson 1970). 

Although on-the-job training is best, mistakes can be costly 
to individuals and institutions. Reading is probably the most 
common way to acquire knowledge about management and 
leadership, but it is a passive learning mode. Professional de- 
velopment programs provide a more active alternative: They in- 
crease knowledge, add to and enhance management skills and 
leadership techniques, broaden perspectives, and stimulate 
creativity. 

Whik many administrators enthusiastically embrace profes- 
sional development programs, other administrators just as ac- 
tively igiore them. Although such programs have existed in 
highe* education almost as long as they have in business and 
industry, they have never achieved the same acceptance in edu- 
cation (Gre-n 1987; Keller 1983; Fisher 1978; Higher Educa- 
tion Management Institute 1978; Scott 1978a, 1978b). A moie 
comp ete understanding of the types and benefits of profes- 
sional development programs as well as their problems and 
drawbacks may enable executives to take advantage of these 
prog r ams as learning experiences. 

Foi this investigation, a senior administrator is defined as a 
president or an officer who reports directly to the president, su- 
pervise: a major division of the institution, and has substantive 
policy-set ring responsibilities. A middle-level administrator 
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manages a major enterprise within the academy and charts a fu- 
ture for that unit within the broad policy map established 
by the senior executive team Professional development (includ- 
ing both management and leadership development) denotes pro- 
grams that "increase the capacity of individuals to provide 
leadership, to be effective in their work and thereby improve 
the effectiveness and the quality of a college or university" 
(Green 1987, p. 1). 

What Career Paths Lead to Administration? 

It is necessary to identify various career paths to discern fully 
the development needs of administrators and to understand the 
reluctance of many to participate extensively in these programs. 
Many academic administrators began their careers as faculty 
members. Yet the department chair, the most common entry 
position into academic administration, has not been the first 
step of the majority. In addition to the traditional ladder— de- 
partment chair, dean, provost, and president— other paths are 
now just as common, including assorted rntry-Ievel positions 
within higher education institutions and in related areas of sec- 
ondary eduction and education agencies and organizations. Non- 
academiC administrators enter administration and rise through 
the ranks through another set of va;ied paths. 

Because administrator follow many career paths, their skills, 
knowledge, and expertise depend on their experiences. For 
every administrative and leadership strength developed and 
polished through on-the-job experience, jus! as many weak- 
nesses are ignored because of Jack of opportunity, time, or 
assessment. 

What Skills and Knowledge Are Required 
Fot Executive Positions? 

To understand the significance of professional development to 
all administrators, it is important to understand their responsi- 
bilities. In any consideration of administrative responsibilities, 
it is impossible to separate leadership and administrative re- 
sponsibilities, since most leaders also must manage and most 
managers must occasionally lead (Gardner 1986). 

Administrators, particularly senior executives, are responsible 
for developing visions and goals and for achieving them. 
Although others may actually run the systems and tend the 
processes, the senior officers arc ultimately responsible for the 
operations that enable the compiex enterprise of the modem 
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college or university lo function. The senior officers are re- 
sponsible for the interrelationship between the environment and 
the institution. They must develop people, a working climate, 
and good communications (Gardner 1986; Bennis 1984; Kerr 
1984; Whetten 1984; Birnbaum 1983; Keller 1983; Blyn and 
Zoemer 1982; Kauffman 1982; Blake et al. 1981; Campanella 
et al. 1981). 

In surveys of business, government, and secondary and 
higher education, administrators indicated that organization 
and planning skills were the most important, while human 
skills ranked second and financial management and control 
third (McDonough-Rogers et al. 1982a, 1982b; Digman 1980; 
Lutz and Ferrante 1972). 

What Lessons about Professional Development 
Can Be Gained from Other Fields? 

Professional development for all management levels is accepted 
in business, industry, the military, and government. Business 
alone spends nearly $60 billion each year cn professional de- 
velopment, with a significant percentage of that sum going to 
programs for senior administrators (Green 1987; Ingols 1986; 
Eurich 1985; Sonnen'eld 1983). Although colleges and univer- 
sities offer the most prestigious of these executive programs, 
corporations have begun to compete with offerirgs from in- 
house institutes (Gardner 1987; Fresina 1986; Sonnenfeld 1983; 
Lusterman 1977). 

What Programs Are Available to Administrators? 

Different types of programs are available for professional 
development: national institutes and internships; administra- 
tive conferences; conventions; and meetings, seminars, and 
workshops. 

What Are the Benefits and Problems of Participation? 

Although the benefits of participating in professional develop- 
ment programs are easy to identify, value is difficult to quan- 
tify. Participants provide strong anecdotal evidence of the per- 
sonal worth of those programs, but no comprehensive studies 
have surveye j several programs to collect quantitative evidence 
of benefits. 

The knowledge derived from the curriculum is the most ob- 
vious benefit. Otfter benefits— less easily identifiable and de- 
scribee' but no less important— include new ideas, stimulation, 
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contacts and networking, access to reference materials, team 
building, time for reflection and thought, increased promotabil- 
ity, increased access to senior positions for women and minori- 
ties, opportunities to augment previous experience through sim- 
ulation instead of through costly on-the-job mistakes, improved 
specialization, broadened perspectives, and increased self- 
confidence (Green Fort 1 owing; Gardner 1987; Argyris and 
Cyert 1980; Starcevich and Sykes 1980; Godsey 1983; Green 
1983; Eble 1978; Kanter and Wheatley 1978; Lcvinson 1968; 
Andrews 1966). Although the little evidence that exists only 
documents some of these benefits (for example, promotability 
and access), the myths surrounding some are pervasive and can 
become self-fulfilling prophecies. 

These benefits must always be balanced against the draw- 
backs of participation, including career timing, the obsoies- 
cence of training, the costs in time and money, and the issues 
of selection, integration, evaluation, and feedback (Gardner 
1987; McDade 1986; Hodgkinson 1981; Lindquist 198!; Kan- 
ter and Wheatley 1978). 

What Professional Development Issues Face 
Higher Education Administrators? 

The evidence that does exist on the benefits— anecdotal, 
tentative, and personal as it may be— still outweighs the disad- 
vantages for many administrators. The issue is then how to use 
professional development programs so that administrators and 
institutions can derive the greatest benefit. A fully integrated 
and dynamic plan requires the commitment not only of the ex- 
ecutive participants but also of an institution's trustees. 

To be most effective, professional development experiences 
need to be part of an integrated, comprehensive organizational 
plan that links development activities with the actual tasks and 
responsibilities of the job. Improved preparation can help par- 
ticipants absorb the experience with clear expectations about 
how the new information or skills will later be used. While 
much research on such related areas as adult development and 
learning styles already exists, further research is still needed 
on management and leadership development. Foundations can 
continue to affect the leadership of colleges and universities by 
investing in professional development for administrators in a 
variety of ways. 
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FOREWORD 



There is no professional area in our society where advanced 
training or formal education is less accepted than in the area of 
higher education administration. This is true at all levels, 
from the president to the department chair. For the president, 
the three most common backgrounds are: 1) faculty experience 
in an academic discipline; 2) law; and 3) the ministry. For de- 
partment chairs, usually the f ^jemic administrative post 
attained, more often than not • ,* prerequisite is willingness 
to take on the position, and stcund, academic expertise. Nor- 
mally administrative training or background is not considered. 

Considering that higher education is a nearly $100 billion in- 
dustry, equalling roughly 4% of the gross national product, this 
lack of credibility given to administrative training seems appall- 
ing. It would be equally appalling, however, to discount the 
importance that academic training and experience plays in the 
background of successful college administrators. It is becoming 
apparent that as the management of colleges and universities 
becomes more sophisticated and competitive, the need for per- 
sonnel with a balance between academic and management train- 
ing will be more c/ident. 

Due to this need, the number of professional development 
programs :^ ncreasing. Through them, institutions can improve 
management skills of their administrators without major organi- 
zational disruptions. Developing a coordinated strategy that 
promotes professional development at all levels of the institu- 
tion sends a message that not only are both academic experi- 
ence and management skills valued, but also that the experi- 
ences of ether institutions that are part of most professional 
development programs, have value. Professional developmert 
programs have the added benefit of widening the network of 
contacts available for professional advice-giving. 

This report by Sharon McDade, director of the Institute for 
Ed national Management at Harvard University, is useful on 
several levels. First, she tra ,es the typical career paths of ad- 
ministrators, showing what skills they typically gain through 
on-the-job training and other sources. Then she discusses what 
skills and knowledge are most necessary, based in part on simi- 
lar positions outside of dcademe. She next surveys the different 
programs available nationwide, eliciting their strengths and 
weaknesses. Finally, she makes a number of recommendations 
for implementing a cohesive on-campus program to coordinate 
overall staff development, from middle-managers to institu- 
tional leaders. 



Hicher Education Leadership xiii 



ERJC 



3 



% 

ERIC 



As we enter the 21st century, higher education can no longer 
solely depend on on-the-job training to develop its institutional 
leaders. Only the best-managed institutions will be able to get 
the most from limited resources. Colleges and universities that 
take concerted care in the professional development of their 
personnel will be the ones to flourish. This report will be 
highly useful for institutions who wish 10 establish a strat *y 
for campus-wide pro essional development. 

Jonathan D. Fife 

Professor and Director 

ERIC Clearinghouse on Higher Education 

School of Education and Human Development 

The George Washington University 
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CAREER PATHS TO ADMINISTRATION 



One way to investigate and understand the proiessional devel- 
opment habits and needs of college and university administra- 
tors is to understand their career paths. Although the hierarchy 
of the academy may appear to outside observers to be very reg- 
ularized, there is actually great variety in the career ladders 
leading to the senior levels of administration. Research on 
career paths tends to divide this variety into academic ?nd 
non-academic administrators. 

In a study of the theoretical approaches to the study of the 
careers of higher education administrators, Twombly (1986b) 
noted that career mobility in college , and universities follows 
four models: through positions at the sa.ne institution with 
greater status and responsibility, through evolving jobs at the 
same institution that often involve different titles, through de- 
parture from one institution for a higher position at another in- 
stitution, and through acceptance of a lower position at an insti- 
tution that has higher status. This differs from the well-defined 
ladder of career-building experiences and positions often found 
in business, industry, or ihe military. The nonacademic posi- 
tions (chief business officers, chief student affairs officers, 
chief institutional advancement officers) appear to be ceiling 
positions, as none provide significant numbers of presidents. 
While there may be horizontal movement across these career 
lines at the lower levels, there is virtually no horizontal move- 
ment a. the senior levels. 
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Career Paths for Academic Administrators 

Tradition holds that academic administrators rise froir faculty- 
ranks and follow a path from professor to department chair to 
dean, provost, and eventually 4 .esident. While business and in- 
dustry have found it important to identify and groom future 
leaders through career and succession planning, higher educa- 
tion follows a pattern of natural selection with little planning or 
preparation by the individual or the organization for the leader- 
ship of the future (Moore 1983; Moore et al. 1983). 

Four recent studies have been conducted on the careers of 
academic administrators. The "Leaders in Transition" study by 
Moore and associates is the largest and most comprehensive. 
This 1981 study of 4,000 academic line administrators in four- 
year colleges and universities attempted to categorize the steps 
to the positions of academic dean and president (Muore 1984, 
1983; Moore and Sagaria 1982; Moore et al. 1983). In 1984, 
Moore and associates conducted a similar study of the senior 
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(academic and nonacademic) administrators of community and 
two-year institutions (Twombly 1986a, 1986b; Moor et al 
1985). A study by D. J. Socolow, chen a visiting research fel- 
low at the National Institute of Education, examined career 
paths followed by presidential candidates responding to adver- 
tisements in the Chronicle of Higher Education during a spe- 
cific period (1978). A fourth study by Paul S. Poskozim, a pro- 
fessor at Northeastern Illinois University in Chicago, explored 
all administrative moves posted in the "Gazette" section of the 
Chronicle for tht academic year 1982-83 (1984). Although 
these studies focused primarily cn the career paths of presidents 
and deans, their results can be generalized to other academic 
administrators When they can provide illuminating detail, 
other less recent or comprehensive studies will be noted also. 



Professorial roots 

The findings from these studio are similar and complementary. 
The major discovery maue by all foui and reinforced by other 
available research supports the commonly held belief that the 
careers of the majority of academic line and staff administrators 
are rooted in the professoriat (Twombly 1986a, 1986b; Kerr 
1984; Moore et al. 1983; Ironside 1983, 1981; FuIIerton and 
EHner 1978; Socolow 1978). Not much has changed since 
1978, when Eble found that "eight out of ten [presidents] have 
had college teaching experience" (p. 91; Twombly 1986a, 
1986b; Allen 1984; Moore 1984; Ironside 1983, 1981; Fuller- 
ton and EHner 1978). 

While citing the common roots in the professoriat, James L. 
Fisher, in his book ua power and college presidents, noted that 
although most presidents may have had faculty experience, 
these roots may not be as deep as many have thought: "Effec- 
tive presidents were generally younger (early forties rather than 
fifties), had taught fewer years (fewer than five rather than 
more than ten), had a stronger sense of mission, and were not 
necessarily educated in a traditional academic discipline" 
(1984, p. 23). Moore and her associates determined that a 
"fairly large percentage of individuals (19 percent for presi- 
dents, 15 percent for academic deans) have managed to reach 
their current positions without faculty experience" (Moore et 
al 1983, p. 514). 

Tradition has it that the ladder of common steps between 
professor and president includes department chair, dean, and 
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provost. Instead, Moore found that 

The normative presidential career trajectory is accurate only 
to the extent that permutations and variations among its ele- 
ments are incorporated As a strictly defined, hierarchical, 
linear model, it does not reflect the actual experience of a 
national sample of current college and university presidents. 
It is most accurate in describing the principal entry portal to 
the college presidency— faculty experience— and to identify 
four other positions that commonly appear within the trajec- 
tory, of which the provost position seems the most potent for 
predicting a subsequent move tc a presidency. The academic 
deanship and the department chairmen are less common ele- 
ments in the route to a presidency. Other administrative po- 
sitions within an institutional context appear to be common 
substitutes for these two positions (Moore et al. 1983, 
p. 513). 

In all, Moore and her associates established that only 3.2 
percent of the presidents surveyed followed the traditional lad- 
der. In comparison, 32.1 percent of the presidents had skipped 
as many as three positions on the traditional ladder. According 
to Moore, '*iw^ individuals conform to the variations from 
the 'norms' than to the 'norms' themselves" (1983, p. 5). Pos- 
kozim found that, while 85 percent of the new presidents 
in his study had previously held at least one of the ladder posi- 
tions, the other 15 percent mainly came from outside aca- 
deme—government agencies and various state and federal edu- 
cation agencies— and had held none of the ladder positions 
(Poskozim 1984, p. 57). 

The department chair 

Traditionally, the position of department chair has been 
considered the nuri common point of entry in'o administration. 
But Moore and associates discovered that this was "the least 
potent rung" in provosts' and presidents' career paths. Other 
kinds of administrative experiences "are most often substi- 
tuted" for the department chair position (Moore et al. 1983, p. 
514; Moore 1984). In their study of the career paths of chief 
officers of graduate education, Fullerton and Ellner found that 
only half of their sample of 102 administrators had chaired a 
department; rather, positions such as assistant or associate 
dean and nonacademic positions suostituted for this experi- 
ence (1978). 
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J. H. L. Roach, in a study of department chairs, found that 
while this position was the most common entry point into aca- 
demic administration, as the size of the institution increased 
other "subordinate administrative jobs within a department or 
division may precede chairing a department or directing a divi- 
sion" (Eble 1978, p. 4). Twombly found that in two-year insti- 
tutions, it was just as common to hold a first management 
position as it was to chair a department. These other positions 
are also springboards to higher administrative positions, even 
though Moore and Sagaria found that "movement from a staff 
position to a line position is atypical" (1982, p. 511). 

The study by Moore and her associates on the career paths of 
academic deans showed that "fewer variations on the posited 
trajectory are required to encompass the majority of deans' ex- 
periences" (1983, p. 513). While most deans rose from the 
faculty, 20 percent came from outside the professoriat, al- 
though their experiences tended to be in areas st T , .igly associ- 
ated with education. Outsiders tended to enter as assistant or 
associate deans before moving into deanships. Poskozim found 
that "one out of every three newly appointed deans (or about 
35 percent) camp from the professoriat, 20 percent, or the 
largest single source, directly from the home institution" 
(1984, p. 56). 

In addition, Mcore and her associates discovered that deans 
of professional schools were most likely to come directly from 
the faculty, while deans of arts and sciences divisions and grad- 
uate schools more typically (42 percent) had spent time as a 
department chair. A 1980 profile compiled by G. D. Hadley 
and R. W. Warren indicated that the typical new business 
school dean had "taught [at] between five and nine schools, 
was appointed to his first deanship at a school where he had 
been teaching as a full professor, had been a department head 
for about four years, had written no books, and published 
fewer than five journal articles" (Blyn and Zoerner 
1982, p. 23). 

Career Paths for Nonacademic Administrators 

A large group of administrators supports the higher education 
enterprise in middle level and senior positions but is not in the 
academic line. These nonacademic managers often have gradu- 
ate training, years of experience, and administrative expertise 
similar to that of their academic manager associates (Moore and 
Sagaria 1982; Scott 1978b). 
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Entry positions 

The great variety among these first management positions of 
nonacademic administrators makes categorization difficult. 
While no single position or type of position was, by itself, the 
most common first position, entry-level staff and line manage- 
ment positions combined constituted the most common first ex- 
perience. Although it is most common for chief studen; affairs 
officers to begin in student affairs areas such as counseling and 
residence hall management and for chief institutional advance- 
ment officers to begin on fund-raising or alumni affairs staffs, 
there is also evidence of horizontal movement from one area to 
another at the entry level. 

The faculty was also a significant source for nonacademic 
administrators, second only to the combined count of entry- 
level management positiors (Twombly 1986a, 1986b; Moore et 
al. 1985; Rickard 1985; Ostroth et al. 1984; Harder 1983; 
Moore and Sagaria 1982). For example, more than half of the 
chief student affairs officers have had teaching experience (Os- 
troth et al. 1984; Moore and Young 1987). 

The third most common first position for nonacademic 
officers was outside higher education. Ostroth, Efird, and Ler- 
man reported that 30 percent of the chief student affairs officers 
in their survey "started their careers in elementary or secondary 
education, 9 percent in religious service, 8 percent in the 
military, and 7 percent in business" (1984, p. 444). Harder 
found that 39 percent of her sample of chW student affairs of- 
ficers began as public school teachers or oaches (1983, p. 
444). Twombly noted that a high proportion of chief business 
officers moved directly to their current positions from business 
and industry and school administration (1986a, 1986b). Iron- 
side discovered that more women than men "most often be- 
gan with school teaching, followed by some graduate work 
which leu to college-level teaching and then administration" 
(1983, p. 15). 

Career experiences 

Like academic administrators, nonacademic administrators build 
careers in several ways. Surveys of the career paths of nonaca- 
demic administrators indicated that while upward movement at 
the same institution may be possible in the entry- and middle- 
level positions, most administrators must move to another insti- 
tution to make a substantial jump into an upper-middle or 
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lower-senior position. However, most senior nonacademic offi- 
cers moved into their current position from a previous position 
in the same institution (Moore 1984; Twombly 1986a, 1986b; 
Rickard 1985; Ostroth et al. 1984; Harder 1983). On average, 
chief student affairs officers worked at only two positions be- 
fore moving into their current senior position (Ostroth et al. 
1984; Harder 1983). A third of these senior officers began 
"their student affairs careers in executive positions, although 
the average administrator was in the profession at least six 
years before becoming the chief student affairs person" (Moore 
and Young 1987, p. 7). Business officers at two-year institu- 
tions most commonly entered a senior position directly from 
outside highf education (Twombly 1986a). 

Nonacademic administrators have published very little. 
Ostroth, Efrid, and Lerman found that, while approximately 27 
percent cf tht chief student afuirs officers in their sample have 
had at least one national publication, only 8 percent have 
had more than three national publications (1984, p. 444). 




Interpretations of the Studies 

The details of these studies can be summarized and general- 
ized. True to tradition, the vast majority of academic and non- 
academic administrators began their careers as teachers in either 
elementary, secondary, or higher education. The bulk of those 
whc oid not come from the professoriat had some type of re- 
lated educational experience (school administration, educational 
agencies, and organizations). Except for business officers, few 
university administrators have worked in business and industry. 

The department chair, while the single most common entry 
position into academic administration, has not been the path of 
the majority of academic officers. Although the traditional lad- 
der to senior-level academic management from department 
chair, dean, provost, and president is still valid, other paths 
through academic administration and, although numbers are 
still very small, through student affairs, finance and administra- 
tion, alumni affairs, and institutional advancement are increas- 
ingly cited. Career ladders to senior positions in nonacademic 
areas are even more vague and contain greater variety. Thus, 
there is more mobility from staff to line nonacademic positions 
than there is in academic administration. Nonacademic adminis- 
trators can acquire managerial experience in a broader variety 
of positions and experiences. 
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In the upward mobility of both academic and nonacademic 
administrators, some of the traditional hierarchy rungs are often 
skipped entirely. In many cases, a person may hold several po- 
sitions on one rung, usually in successively larger institutions, 
and then jump several rungs. Most academic and nonacademic 
administrators had at least some prior administrative experience 
before moving into the senior ranks. According to Poskozim, 
almost 20 percent prepared for a presidency by serving in a 
previous presidency (1984, p. 59). A quarter of chief student 
affairs officers had served in the same position at another insti- 
tution before moving to their current institution (Rickard 1985; 
Ostroth et al. 1984). On average, both academic and nonaca- 
demic senior administrators remain in a position from four to 
seven and one-half years (Twombly 1986a, 1986b, Harder 
1983; Ostroth et al. 1984; Moore 1984; Lunsford 1984). 

A substantial nuir.ber of administrators moved into senior po- 
sitions at their institutions (Moore et al 1985; Lunsford 1984). 
In htr study of four-year institutions, Moore found that "over 
65 percent of the line administrators we surveyed had held at 
least one previous job or had earned at least one of their de- 
grees from the institution in which they currently woik" 
(1984). 

In two-year institutions, Moore discovered that presidents 
and campus executives had the highest rate of participation in 
external professional development activities. Chief business of 
ficers participated in the fewest development activities and re- 
ported that they were not important to their career advance- 
ment. While chief student affairs officers also were not highly 
likely to participate in external fellowships, internships, and 
management institutes, they were more likely to attend special- 
ized workshops in student affairs and to feel that participation 
in such workshops was important to their careers. 

There is remarkably little variation among the groups of 
administrators. . .concerning the types of external activities 
in which they participate, but there is considerable variation 
in the degree to which each type participates. On the whole, 
the three mo:t popular external activities are: boards of 
directors of state or regional professional associations, ex- 
ternal consulting, and publication activities. The topmost 
administrators— presidents and campus executives— tend 
to participate most extensively and in a broader range of 
activities (Moore 1984, p. 49). 



Higher Education Leadership 



7 



Academic administrators in all types of institutions are more 
likely to have retained active links with their academic disci- 
pline and scholarly backgrounds. They continue membership 
in academic organizations, occasionally present scholarly 
papers at conventions, and may even hold positions as officers 
in these discipline associations (McDade 1986; Williams 1986; 
Allen 1984). 

Implications for Professional Development 

The unique and highly individualized career paths of higher 
education administrators pose special needs and distinctive 
challenges for administrative maturation and management team 
building. In many businesses and in the military, career prog- 
ress is rather uniform. Administrators and officers progress 
through a series of job levels, each with known challenges and 
experiences. Generals and company executives alike know that 
their officers or administrators have had comparable experi- 
ences and developed similar skills and capabilities. There is a 
common base from which to build an effective and efficient 
management team. Administrators and officers attend profes- 
sional development programs at regular intervals and study a 
prescribed, organized curriculum to develop specified skills and 
to prepare for predicted next challenges. 

In higher education, career progress is highly individualized, 
erratic, and circumstantial. While this variety of experiences 
provides a richness of outlook, there is no common base of 
skills and abilities, t nlike business industry, government, and 
the military— where professional development is an accepted, 
normal way to build skills and enhance abilities— higher educa- 
tion prefers experiential learning. For all administrators, aca- 
demic and nonacademic alike, professional development is an 
underused tool and opportunity. 

At the most basic level, professional development activities 
fulfill an acculturation role for those who did not hold faculty 
positions or for those who skipped certain experiences during 
earlier parts of their careers. Although many members of the 
academy insist that administrators need faculty experience to be 
able to understand their environment completely, Eble saw it as 
a point of concern that could be addressed through professional 
development. "Certainly education is a distinctive and impor- 
tant enough enterprise that its administrators should have expe- 
rience with academic matters. Yet the range of selection may 
stand in the way of developing and making use of administra- 
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tive talent outside the professoriate' 9 (1978, p. 91). Eble be- 
lieved the academy was narrowing its opportunities for leader- 
ship by relying so heaviiy on its own members instead of 
allowing occasional infusions of new blood to enrich the lead- 
ership stock. Administrators without faculty experience can 
deepen their understanding of the purposes, culture, and prob- 
lems of higher education through participation in professional 
development experiences. 

From her studies of the patterns of administrative career 
paths in higher education, Moore provided another implication 
for professional development. She compared administrators 
who build an "occupational career" of more challenging and 
higher-level positions in a number of institutions with those 
who fill a succession of positions in mainly one institution. She 
found that an external candidate who fills a position brings new 
management talent to an institution, but those skills and exper- 
tise were developed at the expense of another institution. 
Therefore, when an administrator leaves one institution for 
another, the first school loses the benefit of the inside 
culture and organizational knowledge gained by that administra- 
tor over years of experience. The new administrator will need 
months, if not years, to acquire the same knowledge. In the 
long run, it may be cheaper and wiser to provide professional 
development to enhance the management skills and leadership 
abilities of current administrators rather than to bring in out- 
siders to fill administrative positions. 

Administrators who spend their entire careers in one or two 
institutions need professional development opportunities for 
other reasons. Such executives need to go outside their institu- 
tions to refine their management and leadership talents, and 
professional development programs, in particular, provide a 
vehicle for this training. 

Harold Hodgkinson, a higher education researcher and writer 
who focuses on adult education and development, derived yet 
another view concerning professional development for higher 
education administrators. He noted that while professors gener- 
ally move into their careers directly from graduate school, 
administrators come to their roles considerably later in life. 
Faculty usually received direct training for their teaching and 
research roles during their years in graduate school. 

Few administrators receive the same kind of direct training to 
be administrators as professors did. In addition, Hodgkinson 
noted, "one often has to muck around in the [administrative] 



Hieher Education Leadership 

ERIC • 23 



role for a while to find out whether or not it is compatible" 
before committing oneself to administration as a career (1981, 
p. 725). Because of this late entry and the many paths taken to 
enter administration, it is difficult for institutions to organize a 
system for administrative preparation. Instead, executives are 
left on their own to develop administrative and leadership tal- 
ents in whatever way possible. What was not learned before 
moving into an administrative position has to be learned after- 
ward, either through on-the-job training or through professional 
development. 

Summary 

In summary, although some patterns of career paths to senior 
academic and nonacademic positions are discernible, the very 
variety of these paths ensures that administrators at any particu- 
lar level in an institution will not have comparable work experi- 
ences, leadership abilities, and administrative capabilities. 
While this diversity adds a richness of outlook and variety of 
talents to an institution's administration, it also brings an 
unevenness with unexpected weaknesses. Producing the best 
administrative leadership from such a disparate group of man- 
agers can be an insurmountable challenge. Professional devel- 
opment activities and programs provide an important mecha- 
nism for augmenting expeiiences, strengthening weaknesses, 
and providing the background that can make the difference in 
the creation of a truly effective administrative team. 
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Responsibilities of Administrators 

To understand how professional development can aid adminis- 
trators, it is first necessary to know what administrators do and 
for what they are responsible. There is rich discussion on these 
topics in the leadership and management literature, especially 
as they pertain to senior executives. Virtually everyone who 
has written a book in the^e areas has included a section on 
roles, responsibilities, and skills. While many of the lists over- 
lap, some are unique and add interesting insights. 

Many authors try to distinguish between leadership and man- 
agement. 1 Despite these efforts, the resulting definitions all ul- 
timately refer to the responsibility for directing an organiza- 
tion's vision and resources toward achieving the greatest results 
(Drucker 1973). While some believe these words have specific 
and distinct meanings, in practice they are too closely inter- 
twined for significant differentiation since "most managers ex- 
hibit some leadership skills, and most leaders on occasion find 
the lselves managing" (Gardner 1986, p. 13). College and uni- 
versity administrators must be both leaders and managers if 
they wish to accomplish the goals of their institutions and build 
for the future. 

In the higher education literature of leadership and adminis- 
tration, most discussions focus on the responsibilities of the 
president and academic dean. However, this information can be 
generalized for academic and nonacademic administrators and 
for all levels of administrators of colleges and universities. In 
the complex enterprises that modern colleges and universities 
have become, the responsibility for leadership resides not only 
with the president, but with the other administrators in an exec- 
utive team. This responsibility is interpreted for implementation 
by middle-level administrators. 

The following list summarizes the most often cited responsi- 
bilities of administrators. This list, while interesting becc ise it 
breaks down an administrator's activities for better examination 
and understanding, could also serve as the basis for a checklist 
for analyzing professional development needs. 
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1 Althojgh "management" is the term used in business, industry, and govern- 
ment, higher education prefers to use "administration." Both terms will be 
used interchangeably in this discuss.on. 
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Responsibility for visions, goals, and action 
Development of vision. A higher education leader should 
establish a vision for his or her institution that includes the 
past, the present, and the future (Main 1987; Kerr 1984; Levin- 
son 1968; Andrews 1966). This vision must relate to the larger 
aims and values of the culture and society that lie beyond 
higher education (Fisher 1978; Levinscn 1968). A leader rnust 
define a mission, provide a sense of direction, and designate 
organizational priorities that, together, will serve as the unify- 
ing purpose for the institution (Gardner 1986; Barnara 1968). 

Development of goals, planning, and strategy. A leader must 
draw others into that vision by making it tangible to constituen- 
cies both inside and outside the institution. A leader must 
integrate facts, concepts, and stories into a coherent and mean- 
ingful whole to make the vision compelling enough for others 
to follow. 

To turn a vision hto a reality, a leader must utilize "tech- 
niques of leadership" (Millet 1976, p. 10), including creating 
a frame of reference, setting priorities, describing a direction, 
delineating outcomes, and establishing plans, strategies, pro- 
grams, schedules, and procedures (Gardner 1986; Bennis 1984; 
Kauffman 1982; Blake et aL 1981). A leader must then ensure 
that these pi? n and strategies are efficiently and effectively im- 
plemented within the value framework of the institution and so- 
ciety (Gardner 1986; Blyn and Zoerner 1982; Dressel 1981; 
Keller 1983; Campanella et al. 1981; Scott 1978b; Cunning- 
ham et al. 1977; Richman and ^armer 1974; Henderson 1970; 
Barnard 1968). 

Development of innovation. Executives have a special 
responsibility to innovate, initiate, and create by promoting 
change. They must create organizations that are capable of con- 
stantly transforming themselves to meet the future needs of so- 
ciety and that can sustain innovation and creativity over time 
(Main 1987; Kerr 1984; Whetten 1984; Birnbaum 1983; Keller 
1983; Dressel 1981; Mortimer and McConnell 1978; Scott 
1978b; Cunningham et al. 1977; Richman and Farmer 1974). 

Development of consensus. Higher education is enriched by 
the presence of many constituencies, each with individual prior- 
ities, demands, and rgendas. Higher education leaders must 
balance, on one hand, the necessity for loyalty to a common 




venture with, on the other hand, the preservation and enhance- 
ment of diversity. In order to achie/e a consensus, these ad- 
ministrators must reconcile competing purposes and mediate 
conflicting claims while establishing, through example and 
trust, that disagreement is acceptable (Gardner 1986; Kerr 
1984; Whetten 1984; Scott 1978b; Mortimer and McConnell 
1978; Mayhew 1974; Richman and Farmer 1974; Dodds 1962). 

Development of decisions. In any organization, the responsi- 
bility for making the tough decisions resides wv execu- 
tives. Chester Barnard, who established a frame\.v,.k for subse- 
quent scholarship on leadership and management, felt that the 
entire "executive func f ion centers around the process of deci- 
sion making" (Ewing 1964, p. 14). But it is not enough just to 
mike decisions. A leader must make wise decisions based on 
the reality of 'he present while laying the groundwork fcr the 
realization o the vision of the future (Whetten 1984; Birnbaum 
1983; Kelle. 1983: Dressel 1981; Argyris and Cyert 1980; Eble 
1978; Henderson 1970). 

Development of resources. Without resources, the visions and 
goals cannot become reality. Thus, resource a~ ^ Jsition, optim- 
ization, allocation, and uistribution are key to the success 
of all leadership and administrative responsibilities. Administra- 
tors must allocate resources to permit the greatest movement 
toward the goals and priorities of the institution as established 
through the planning process (Kerr 1984; Whetten 1984; Keller 
1983; Campanella et al. 1981; Rausch 1980; Scott 1978b; 
Mayhew 1974; Lev ; ^on 1968). 

Responsibility for operations 

Administrators are responsible for all aspects of the complex 
enterprise that the modern college and university has become, 
including all of the institution's operations as well as the 
processes that make those operations work and interrelate. 
While it is generally regarded as a function of support services, 
from student affairs to the physical plant, it is more than just 
assuring their smooth running. This responsibility includes the 
design of the business, the securing of personnel, and the en- 
forcement of values, standards, rules, and policies (Mortimer 
and McConnell 1978; Levinson 1968). 

This category of responsibilities requires the most direct use 
of Millet's techniques of leadership. They include coordinating, 
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planning, directing, managing, controlling, administering, mon- 
itoring, supervising, budgeting, reporting, staffing, organizing, 
supporting, maintaining, integrating, measuring, motivating, 
guiding, appraising, and executing (Gardner 1986; Birnbaum 
33; Kauffman 1982; Blake et al. 1981; Campanelta et al. 
1981; Dressel 1981; Rausch 1980; Scott 1978b; Richman aid 
Farmer 1974; Livingston 1971). 

Responsibility for relationships with the environment 
This category of responsibility is bidirectional: from the envi- 
ronment to the institution and from the institution to the envi- 
ronment. Although all members of the academic community- 
administrators, faculty, and students— reach into the environ- 
ment in their own ways and for their own purposes, only senior 
administrators can see the entire institutional enterprise and re- 
late all of its activities to all aspects of the environment. The 
two-directional facet of this responsibility requires that officers 
participate extensively in activities outside the academic com- 
munity (Kerr 1984; Millet 1976; Livingston 1971; Andrews 
1966; Barnard 1963; Levinson 1968). 

To meet this responsibility, administrators must search for 
developments in the outside world that will have an impact on 
the institution's present operations and on its goals for the fu- 
ture (Richman and Farmer 1974), which requires an awareness 
of trends and innovations beyond a single discipline, institu- 
tion, or even the academy (Gaff et al. 1978). Leaders must 
evaluate and synthesize signals from the environment and use 
them to expand and strengthen the institution (Levinson 1968: 
Andrews 1966). 

In the other direction, senior administrators have the respon- 
sibility of interpreting, for the public, their institution in spe- 
cific and higher education in general. They must represent the 
institution for its tangible and practical benefits to individuals 
and for its symbolic value to society and culture. They must 
be both translators and spokespersons (Gardner 1986; Bennis 
1984; Kerr 1984; Kauffman 1982; Blake et al. 1981; 
Dressel 1981). 

Responsibility for people 

Development of people. ' 'People are the most abundant and 
most important resource of colleges and universities" (Green 
1987, p. 1). Higher education institutions would have no pur- 
pose without faculty and students. Thus, finding and develop- 
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ing people is "one of 'he most important tasks ci' a manager, if 
not the most important" (Rausch 1980, p. 114). In higher edu- 
cation, this responsibility is heightened by society's expectation 
that colleges and universities will develop and test the leaders 
of tomorrow, the students, through education and its faculty 
through scholarship (Kerr 1984; Keller 1983; Blake et al. 
1981; Canpanella et al. 1981; Dressel 1981; Scott 1978b; 
Cunningham et al. 1977; Millet 1976; Richman and Farmer 
1974; Drucker 1973; Levinson 1968; Dodds 1962). 

Development of a working environment. In older books 
about leadership, this responsibility was described as the devel- 
opment of morale. More recent authors use the term "working 
environment," or "providing an environment and structure that 
adequately satisfies important human needs" (Richman and 
Farmer 1974, p. 21). In a good working environment, people 
will work better, create better, teach better, and learn better. 
An environment that encourages new ideas, risk taking, and 
creativity begins with senior administrators and permeates the 
institution for interpretation by middle-level administrators and 
faculty (Ken 1984; Whetten 1984; Birnbaum 1983; Scott 
1978b; Cunningham et al. 1977; Richman and Farmer 1974). 

Development of communications. Without communications, 
none of the work of the institution is possible. The executive 
team must provide a basic system of communications that goes 
beyond telephone and computet networking systems to include 
policies of ooen discussion and an acceptance of all ideas. Ad- 
ministrators, particularly at the senior level, must personally 
keep everyone aware of the mission, goals, and values of the 
institution (Gardner 1986; Bennis 1984; Kauffman 1982; Bar- 
nard 1968). 

Necessary Skills and Knowledge 

Using Millet's concept of "techniques of leadership," the next 
step is to extrapolate from this list the skills and knowledge 
competencies most necessary for effective IeadershH and man- 
agement. As academics have argued for centuries, to create a 
vision appropriate for a higher education institution, an execu- 
tive needs a firm grounding in the purpose of the enterprise and 
the ways and means of its operations, which can come only 
from experience in the academy and a strong background in the 
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liberal arts (Kerr 1984; Scott 1978b; Fisher 1978, 1977; Bol- 
man 1964). 

Beyond these two ^asic criteria, executives also need to 
know much about the techniques of leadership, including a 
knowledge of the theory and behavior of organizations and peo- 
ple. Since their work involves turning a vision into a reality, 
they need to know about planning, strategy, and governance. 
They must know abcut management principles and operations 
so they can build smoothly functioning and efficient systems. 
They must know about evaluation and analysis so they can 
make better decisions. In order to relate their institutions to the 
environment, they must know about marketing. As leaders who 
are trying to develop consensus, they must know about politics 
and negotiations, and about relations with government, the me- 
dia, and the public. 

To develop resources, they need to know about financial 
management and control, resource allocation, and institutional 
advancement. For effective communications, they must know 
r omething about management information systems as well as 
i -ve excellent written and oral communication skills (Gardner 
1986; Dressel 1981; Argyris and Cyert 1980; Rausch 1980; 
Lusterman 1977; Fisher 1977; Millet 1976; Mayhew 1974; 
Henderson 1970; Bolman 1964; Enarson 1962). Most impor- 
tant, executives need to be able to integrate all of these skills, 
knowledge, and techniques to create and then fulfill their vi- 
sions (Lusterman 1977). 

There is a strong mythology in higher education that admin- 
istrators of colleges and universities do not need to know about 
these f echniqties of leadership to do their job (Green Forthcom- 
ing; McDade 1986; Keller 1983; Moore et al. 1983). Many 
administrators argue that their job is to represent the institution 
and to ensure the best possible faculty, curriculum, and stu- 
dents. They argue that they have staff responsible for managing 
the business (Kanter and Wheatley 1978). But to ask ihe right 
questions of that staff and to know if the answers received are 
not just technically correct but truly right for the situation, a 
leader must understand the operations and processes involved 
(Kauffman 1982, Rausch 1980). 

To organize that staff for optimum support, a leader must 
know something about organizations and the resources, both fi- 
nancial and human, that make the organizations work. The ex- 
ecutives of the multimillion dollar enterprise that most colleges 
and universities have now become should know these things. 
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They should have a well-developed repertoire of management 
skills and leadership techniques to remain long as the leaders of 
those institutions and to ensure endurance of their institutions. 

Several authors have tried to categorize the skills necessary 
for a successful executive. Digman (1980) defined three areas: 
technical skills (methods, processes, procedures, and techniques 
of analysis and management), human skills (the ability to 
build a team an1 to work effectively as a group member), and 
conceptual skills (the ability to see the whole, its pares, and 
their relationships). From his research on administrative devel- 
opment, Hodgkinson (1981) identified clear and definable man- 
agerial problem-solving skills as a necessary category. Al- 
though it is believed that "people skills" constituted the other 
important development area, he felt unclear about exactly what 
these skills were. 

In his review of the leadership needs for the eighties, Argyris 
identified four skill area group., for administrators of col- 
leges ard universities: peer skills (the ability to establish and 
maintain networks), leadership skills (authority, power, and 
dependence), conflict-resolution skills (mediation, handling 
disturbances, and working underpressure), and information 
processing skills (collection, evaluation, organization, and dis- 
semination of information) (Argyris and Cyert 1980). 

Several studies have attempted to rank those leadership 
techniques of greatest importance and thus of greatest need to 
administrators. In four recent studies senior administrators were 
asked to identify and rank the skills and knowledge areas of 
particular importance to them. Digman (1980) surveyed 746 
executive managers of 18 well-managed companies. Lutz and 
Ferrante (1972) reported a study by Fame 11 H. Hoffman of ex- 
ecutives (principals and superintendents) of 35 school systems. 
McDonough-Rogers et a!. (1982a, 1982b) surveyed 500 senior- 
and middle-level executives of the New York State government 
and the State University of New York (SUNY) system. Mc- 
Dade's unpublished study from 1985 included 170 senior ad- 
ministrators of colleges and universities (see table 1). 

In all four studies, administrators ranked organizing and 
planning skills among the most important. These skills ranked 
first in the fields of secondary education and government, sec- 
ond in business, and fourth in higher education. Human rela- 
tions skills such as team building, evaluating and appraising 
employees, motivating others, negotiating, and handling poli- 
tics also ranked among the top five competencies for each 



Higher Education Leadership ] J 

ERLC - 



TABLE 1 

MOST FREQUENT DEVELOPMENT NEEDS 
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(McDonough- 




Education 




1980) 
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Rogers ct al. 1982a, b) 




(McOade 
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Unpublished) 


1. 


Managing time 


1. Long-range planning 1. 


Planning 


1. 


Speaking publicly 


1. 


Team building 


2. Financial manage- 


2. 


Program develop- 


2. 


Delegating 


2. 


Oreanizine. 


ment/control 




ment, design 


3. 


Working with 




planning 


3. Curriculum 


3. 


Administration 




boards 


2. 


Evaluating, apprais- 


4. Negotiations 


4. 


Motivating subordi- 


4. 


Planning 




ing employees 


5. Staffing 




nates 


4. 


Acquiring resources 


3. 


Coping with stress 

r o 


6. Student activism 


5. 


Interpersonal skills 


5. 


Working with 


3. 


Understanding 


7. Administration 


6. 


Financial manage- 




governments 




human behavior 


8. Sensitivity training 




ment/control 


6. 


Budgeting time 


4. 


Self-analysis 


9. Urban youth 


7. 


Cost/benefit analysis 7. 


Financial manage- 


4. 


Motivating others 


10. Integration 


8. 


Delegation of 




ment/control 


5. 


Budgeting 


11. Organizations 




authority 


8. Developing support 


6. 


Setting objectives 


12. Intergovemment 


9. 


Leadership 


9. 


Analyzing data 




and priorities 


relationships 


9. 


Communication 


9. Conducting meetings 


6. 


Holding effective 


13. Business theory 




skills 


10. 


Cultiva f ing constitu- 




meetings 


14. State/nationai 


10. 


Delivery cf goods, 




ency support 


7. 


Oral communication 


programs 




services 


11. 


Negotiating, resolv- 


8. Labor/management 




il. 


Legislative commit- 




ing conflict 




relations 






tee work 


12. Motivating 


9. 


Decision making 




12. 


Training and devel- 




personnel 


9. 


De\ eloping strate- 






opment techniques 


13. 


Framing programs, 




gies, policies 




13. 


State financial 




policies 


10. Management control 






process 


14. Measuring, evaluat- 


10. Presentation skills 




14, 


Media presentation 




mg programs 



15. Establishing market- 
ing strategy 



NOTE: Duplicate numbers indicate a tie. 

group. Financial managemert and control ranked second in 
importance for the secondary education administrators, fifth for 
the business and government executives, and seventh for the 
higher education leaders. Of note, the McDonough-Rogers 
study included administrators from the State University of New 
York system. Analysis showed great similarities between he 
skills of government executives and those of higher education. 



The only significant difference was that the SUNY administra- 
tors were more involved in financial management (specifically, 
budgeting) and spent more time in meetings than did their gov- 
ernment counterparts. 

In McDade's study, higher education administrators were 
also asked to report their interest in attending professional 
development programs to increase specific leadership skills. 
Presidents wanted to learn more about planning models, admin- 
istration, curriculum, issues of the future, and technology (in 
decreasing order of importance). Vice presidents of academic 
affairs wanted programs in curriculum, technology, faculty- 
related issues, planning models, and administration, while 
deans of the arts and sciences division sought development on 
faculty issues, followed by programs on topics relating to the 
future of higher education, issues relating (o students, human 
relations, and the nature of organizations. Vice presidents of 
administration sought development opportunities in administra- 
tion, future issues, finance and control, and planning models. 

Top administrators of colleges and universities, like their 
counterparts in business, secondary education, and government, 
spend a great deal of time turning their visions into a future 
reality through planning. To this end, they know they need 
to further develop their planning skills and their understanding 
of the crucial issues of the future. Higher education leaders 
concentrate th^ir energies and time on their constituencies, in- 
cluding boards of trustees, governments, faculty, students, and 
people in general, and, thus, wish to improve their skills 
in n' ^otiations, meetings, and politics, and their knowledge of 
human relations, including motivation and interpersonal skills. 

Emphasizing that the cornerstone of a college is its curricu- 
lum, administrators wish for additional insights into program 
design, development, and evaluation. Since they spend a great 
deal of time and effort in the acquisition, management, and 
control of resources, they wish to further understand these areas 
so they can initiate better policies and strategies. 

Summary 

Although the skills and knowledge necessary for administration 
vary depending upon level and function, there are a number of 
responsibilities common to all administration that dictate basic 
skills and knowledge. Those responsibilities can serve as a 
basis for analyzing the skills and knowledge needed for a par- 
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ticular job and for growth into other jobs. The checklist 
provided in 'his chapter can serve as a basis for analyzing 
strengths and weaknesses and for selecting professional devel- 
opment opportunities. 



LESSONS FROM OTHER FIELDS 



Management development is a major effort in most businesses, 
government organizations, and the military. With the exception 
of the field of education, organizations that do not focus on im- 
proving their management are dwarfed by those that are making 
major human resource investments in education and training. In 
most organizations, management development is an episodic, 
ongoing, formal process that is an integral part of the orga- 
nizational system, culture, and corporate philosophy. In many 
organizations, it is simply expected that at every rung of the 
promotior ladder a manager will participate in a variety of de- 
velopment programs emphasizing both management skills and 
leadership techniques. Since most of the documentation on ex- 
ecutive education is from the business world, the majority of 
this discussion will focus on corporate activities. Examples 
from government, service organizations, and the military will 
be included where appropriate. 



Overview of Management and Executive 
Development Activity 

U.S. corporations annually sperd nearly $60 billion on educa- 
tion programs for approximately 8 million students. This is 
roughly equivalent to the enrollment and yearly expenditures of 
the nation's 3,500 colleges and universities and about 1.5 per- 
cent of the GNP (Short 1987; Ingols 1986; Sonnenfeld and 
Ingols 1986; Eurich 1985; Fiske 1985; Sonnenfeld 1983). Al- 
though it is difficult to tabulate the exact amount, "industry 
sources estimate that 'much' of this money is *pen* cn training 
for managers or other white-collar wrrkers" (Jiigols 1986, p. i). 

Compared with five years ago, "a larger proportion of em- 
ployees in all major joo categories are now involved each year 
in formal training. . . . Growth iates of participation have been 
highest for managers" (Lusterman 1986, p. v). A 1983 report 
by Executive Development Associates on education in Fortune 
500 companies concluded that "senior executives will almost 
double their hours of management education ... as a demand 
for greater productivity . . . leads to an increased emphasis on 
management training at all levels" (Bolt 1987, p. 27). 

Management education, as well as corporate education, is 
unevenly distributed. As would be expected, large, Fortune 500 
corporations have developed more extensive executive educa- 
tion programming. In a survey of Fortune 500 corporations, 
Fresina found that 69 percent of responding companies (fro r n a 
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sample of 300) have executive education and, generally, they 
were the larger firms (1986). Smaller companies usually rely 
more on outside consultants, part-time training programs, and 
cooperative relationships with local educational institutions 
such as community colleges (Fresina 1986; Ingols 1986; 
Eurich 1985). 

Industries with the highest investment in research and 
development have the most advanced education programs. It is 
no surprise that companies such as IBM, AT&T, Texas Instru- 
ments, Digital Equipment Corporation, ControIData, and Wang 
make the largest education expenditures (Eurich 1985). 

The curricula of management education are most similar 
across different types of companies. Course sequencing is the 
clearest. "It is usually scheduled at regular transition points in 
individual career development. Training progresses in linear 
fashion from the first supervisory assignment to first-line man- 
ager, middle management, and on to corporate-level execu- 
tives. ... No other curricular area is laid out in so orderly and 
logical a sequence" (Eurich 1985, p. 63; Tichy 1987; Luster- 
man 1986; Main 1982; Atwell and Green 1981). In the military 
there are mandatory times in career progression when an officer 
returns to school (Ulmer 1987). In general, curriculum ad- 
dresses four broad management areas: managing time, people, 
production and operations, and money. 

There are important differences in the programs for top 
executives compared with those for oeginning and middle man- 
agers. Senior-level programs address broader concerns such as 
"outside environmental factors, public policy issues, govern- 
mental relations and international politics, ethics and corporate 
social responsibility" (Eurich 1985, p. 66). More outside ex- 
perts enter their classrooms, and they attend university pro- 
grams or special institutes. These programs are frequently 
longer in length than other company programs. "As executives 
climb the career ladder, it's increasingly true that the informa- 
tion and knowledge they want are likely to be found not so 
much in libraries arid data bases as in the minds of trusted col- 
leagues" (Farson 1987, p. 44). 

Although most p r ograms contain an evaluation component, 
few include analysis, follow-up, pre- and post-testing, or cost 
accountability (Sonnenfeld and Ingols 1986). As in higher edu- 
cation, assessment of executive education and, thus, its objec- 
tive worth is a hotly debated topic (Main 1982). Many corpora- 
tions are quite open about their lack of rigorous evaluation but 
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feel that the benefits of executive education are so obvious that 
the investment is worthwhile (Lusterman 1986; Schrader 1985). 
"Management development programs— and others with com- 
plex aims and distant payoffs— present the more formidable 
evaluation difficulties" (Lusterman 1986, p. 13). 

Goals for Executive Education 

At the bottom line, the goal of corporate education is to 
improve an organization's performance and, thus, its profits. 
Although it is difficult to establish direct links between al! 
forms of corporate education and the bottom line, the link is 
strongly enough perceived that it is taken as an article of faith 
by organizations that provide professional development activi- 
ties (Bolt 1987). It is no surprise therefore, that fewer training 
departments were eliminated in recent recessions than had been 
in the recessions of the past decade (Lusterman 1986). 

In addition to this preeminent objective of iir^oving an 
organization's bottom line, business, government, and the mili- 
tary share other goals for executive development activities. 
Fresina and associates identified six current goals for executive 
education across all industries: individual development, succes- 
sion planning, organizational development/change, strategy re- 
lated, process/communicate information, and cultuie building 
(1986; Lusterman 1986; Schrader 1985). The U.S. Army has a 
set of doctrines that define leadership and serve as goals for its 
leadership-training courses (Ulmer 1987). Other common pur- 
poses include: 

Recruitment and employee benefits. Most organisation try to 
provide competitive health care, retirement, and savings plans. 
If basic benefits are similar, companies need to provide "ex- 
tras" to achieve an edge in recruiting and retaining outstanding 
employees. Education benefits, including training programs, tu- 
ition reimbursement, and opportunities for advanced degree 
work, are important determinants in the quality of work life 
(Eurich 1985; London 1985). 

Orientation. Virtually every organization sponsors an 
orientation program for new employees. Successful organiza- 
tions also offer programs for new managers with each promo- 
tion to explain expectations, roles, and corporate culture, and 
to introduce appropriate management skills and behaviors. Net- 
works are expanded, communication is improved, and coopera- 
tion is increased as newly promoted managers see themselves 
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as part of a larger entity (Sonnenfeld and Ingols 1986; Eurich 
1985; London 1985). 

Compensatory education and lifelong learning. Professional 
development includes updating the skills and knowledge of 
every employee, including managers. A Stanford spokesman 
explained, "Even an MBA who graduates from here knows it 
[the degree] will be obsolete in three or four years," while a 
Wang spokesman noted "professionals are probably going to 
have to go to school throughout their career ... to stay 
abreast of their field. You'd better be prepared to continue your 
education for perhaps 40 years" (Short 1987, p. 25). Corporate 
education is quite concerned with technological advancements 
and organizational and management theory. " Technological 
change/ a Xerox executive says, 'is the main force now driv- 
ing education and training in our company. One of our major 
challenges is keeping our people at the leading edge* " (Luster- 
man 1986, p. 1; Short 1987; Schwartz 1987; Eurich 1985). 

Specificity to corporate strategies. More and more organiza- 
tions are tying executive education to their strategies. Increas- 
ingly, employees are viewed as assets worthy of improvement. 
Corporate strategy and business objectives become the focus of 
education programs as managers move up the ladder (Short 
1987; Bolt 1987; Lusterman 1986; Sonnenfeld and Ingols 
1986; Eunch 1985). 

Preparation for a world marketplace. In the face of global 
competition, employees at every level need to understand the 
expdndcd world in which they now function. To this end, 
AT&T periodically runs corporate policy seminars for its top 
rr.ar.agcrc "to inc rp ase unders.anding of critical outside forces" 
(London 1985, p. 191; Bolt IVbt; Sonncniciu <mu Ingois 
1986; Fundi 1985; Main 1982). 

Preparation for future roles and responsibilities. Many 
organizations have long recognized that future leadership will 
jome from their own ranks. Promotion from within requires in- 
vestmert in identifying and training leaders. "Writing 25 
years ajo, Jay W. Forrester of the Sloan School of Manage- 
ment at MIT argued that 'some 25 percent of the total working 
time of all persons in the corporations should be devoted to 
preparation for their future roles' " (Eurich 1985, p. 47). Large 
firms often offer a continuum of programs for job entry and 
follow-up programs at each level of management. For example, 
GE managers participate in development programs at each stage 
of their careers (Tichy 1987; Bolt 1987; Lusterman 1986; 



Scnnenfeld and Ingols 1986; Schrader 1985; Sonnenfeld 1983; 
Digman 1980). 



Sources and Types of Professional 
Development for Executives 

Business, industry, government, and the military depend on a 
diversity of program types to serve different professional devel- 
opment needs. Certain types of sponsors have specialized in 
particular categories of programs, although there is considerable 
overlap. Increasingly, large organizations are developing in- 
house human resource staffs to produce a total programming 
system for employees. 

In-House executive educational programs 
Most commonly, executive education takes place in programs, 
seminars, workshops, and institutes offered at the workplace. 
While we hear about the largest corporations and their facili- 
ties, it is estimated that a building or entire campus devoted to 
education exists on more than 400 business sites. Although the 
titles may vary— college, university, institute, education cen- 
ter—the activities inside are similar (Watkins 1983). The 
strength of in-house programs lies in their ability to explain 
"how we do it here at our company" (Schrader 1985). 

The Xerox Center in Leesburg, Virginia, is probably the 
largest of these centers. A faculty of 250 work with over 1,000 
students at a time in programs ranging from technical courses 
to advanced management and leadership seminars (Scott 
1978b). 

General Electric has had a corporate education center since 
1956, now located at Crotonville, New York, with a mission 
"to make GE managers more action oriented, more risk ori- 
ented, more people oriented. It's supposed to develop leaders, 
not just managers" (Dobrzynski 1987). Its main program, the 
13-week Advanced Management Course, focuses on company 
philosophy and general management. In 1983, GE spent ap- 
proximately $100 million on training and development with 
"10 percent of that amount spent on management development 
alone. Estimates of participation in GE corporate management 
education for 1980 suggest that 5,000 executives were involved 
in centralized internal programs in the United States; 25,000 
managers participated in decentralized programs offered do- 
mestically; and another 3,000 were involved in programs out- 
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side the United States" (Sonnenfeld 1983, p. 291; Tichy 1987; 
Lusterman 1986). 

Other outstanding examples include the RCA campus ( M *w 
Jersey), Holiday Inn University (Mississippi), McDonald's 
Hamburger University (Chicago), Sun Institute's Learning Cen- 
ter (Pennsylvania), ARCO's campus for top executives (Santa 
Barbara), New England Telephone's Learning Center (Massa- 
chusetts), and Western Electric's Corporate Education Center 
(New Jersey) (Eurich 1985; Sonnenfeld 1983). 

The Army, Navy, Coast Guard, and Air Force maintain their 
own executive institutes such as the Naval War College in 
Newport, Rhode Island. Each service has in-house groups, such 
as the Center for Army Leadership, to develop materials, 
programs, and assessment procedures (Ulmer 1987). Similar 
programs are offered to government civil servants at the Fed- 
eral Executive Institute in Charlottesville, Virginia. 

Fortune 500 companies— IBM, AT&T, Procter and Gamble, 
Raytheon, and Johnson and Johnson— offer advanced manage- 
ment and leadership courses. Many of them are of such high 
quality that they have come to command a respect equal to the 
certification of academic degrees (Sonnenfeld 1983). 

University-based executive development programs 
Among the oldest continuing professional development pro- 
grams for business executive , are those available from leading 
university business schools. These programs trace their roots to 
the year-long Sloan Fellows Program of the Massachusetts In- 
stitute of Technology, established in 1931, and Harvard's 13- 
week Advanced Management Program (AMP), established in 
1943 (Billy 1987, p. v; Sonnenfeld and Ingols 1986; Main 
1982). University-based programs expose executives to view- 
points different from their own and their companies through in- 
teraction with faculty and classmates with diverse experiences 
(Schrader 1985). 

The 1987 edition of Bricker's International Directory of 
University Executive Programs lists 78 U.S. general mana^- 
ment programs, six on the business environment, 23 on leader- 
ship and organizations, six on the man?^ement of technology, 
and nine on government, education, anj health organizations, 
in addition to 81 functional management programs. In 1987 
more than 14,000 executives attended university residential 
general and functional management programs at more than 50 
universities in the United States and Canada ("Bricker BuIIe- 
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tin" 1987a, p. 4). Several thousand more participated at 20 
institutions in Europe, the United Kingdom, Ireland, and 
Australia. 

Out of a total of 59 schools (196 pro . rams), Harvard 
enrolled 11.8 percent (1,422) of all participants (12,011) for 
26.2 percent (8,837) of all participant-weeks (33,700), the 
difference being accounted for by the length of the Harvard 
programs. The top ten schools accounted for 68.4 percent of 
participants and 64 percent of participant-weeks ("Bricker 
Bulletin" 1987b, p. 3). 

Ivy League schools offer the largest number of programs 
(Harvard University, 17; Columbia University, 12; Massachu- 
setts Institute of Technology, 9; Northwestern University, 11; 
University of Pennsylvania, 17; Stanford University, 13). State 
flagship campuses also offer large numbers of programs (Uni- 
versity of Michigan, 8; Pennsylvania State University, 13; and 
University of Virginia, 11) (Billy 1987). 

Formats vary. They range in length from a week to nine 
months, with three to four weeks as the mode. Although most 
programs are one residential session, many involve several ses- 
sions of days or weeks. 

Colleges and universities also offer programs for the profes- 
sional development of government executives, for example, the 
Harvard University Program for Senior Executives in State and 
Local Government and the Program for Senior Managers in 
Govei. t ment. 

In addition to the previously described programs that focus 
on management and leadership skills, a number of vniversity- 
based programs specialize in intellectual renewal. 

Another approach is offered by the Aspen Institute and by 
prograrjiS such as the Stanford University Executive Program 
in the Humanities. Their purpose is to provide intellectual 
refreshment and an opportunity to view the world more 
broadly and deeply than ~s ,:'^uble ::t the pressure cooker 
of daily work (Gardner 1987, p> 23). 

Institutions offering humanities-based professional development 
programs include Dartmouth College, Indiana University, Wa- 
bash College, Washingtc n and Lee University, and V Hiams 
College (Billy 1987). 
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A third group of university-based programs are collaborative 
efforts of colleges and corporations. They include programs tai- 
lored to the training needs of a specific company. Most often, 
collaboration is with a community college, although some exist 
with four-year institutions. These programs are usually more 
flexible in format, location, and facilities. They often include a 
blend of campus learning and on-the-job applications (Luster- 
man 1986; Nash and Hawthorne 1987; Sonnenfeld and Ingols 
1986). 




Commercial vendors 

Management programs are offered by associations such as the 
NTL Institute and the American Management Association 
(AMA), the country's largest training organization. Typical 
programs from the more than 5,000 one- to three-day courses 
offered each year by AMA include "First-Line Management," 
"Leadership Skills for Executives," "A Manager's Guide to 
Financial Analysis," and "How to Manage Administrative Op- 
erations" (AMA 1987; Main 1982). AMA also offers a special 
four-course series for managers of service organizations. The 
advantage of participation in these programs is the opportunity 
to meet managers from a wide spectrum of organizations and 
functions. 

Commercial vendors such as Xerox Learning Systems, 
Wilson Learning, and Forum Corporation, also prepare and 
package programs to meet specific needs and goals of a com- 
pany or industry. These vendors can be extremely flexible in 
their programming and can create new programs within a short 
time frame to address new issues. Unlike in-house programs, 
which often recycle the same ideas, consultants and commercial 
vendors can provide an infusion of new blood, new thoughts, 
and new techniques (Main 1982). On the other hand, quality 
may vary considerably across programs (Sonnenfeld and Ingols 
1986). For some activities, the use of commercial vendors is a 
more cost-effective alternative to internal staffing and can pro- 
vide specialized expertise not available in the organization 
(Lusterman 1986). 



Corporate colleges 

Some organizations have found that their products and activities 
have become so specialized that colleges and universities no 
longer provide supporting academic work or degrees. To fill 
this gap, several have developed their own degree programs 
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(Nash and Hawthorne 1987; Short 1987). Whik the majority of 
these degree- panting institutions are in engineering and com- 
puters, an increasing number are in business administration. 

It is difficult to count these programs because they are so 
unique. Eurich identified 18 corporate educational institutions, 
which she described as "an odd assortment of types and hy- 
brids that challenge clear definition" (1985, p. 87; Fiske 
1985). Of these 18, seven offer management degrees, for 
example, the M.S. in Financial Services Management from the 
American College (Bryn Mawr, Pa.), sponsored by the Na 
tional Association of Life Underwriters, and the M.S. in 
Administration and M.S. in Management from the Arthur D. 
Little Management Institute (Cambridge, Mass.), sponsored by 
Arthur D. Little, Inc. Eurich estimated that by 1988, eight 
more corporations would create 20 additional college-level de- 
gree programs (1985, p. xi). A similar study by Nash and 
Hawthorne concluded that "at present, 21 corporate colleges in 
11 states have degree-granting authority" (1987, p. 20). Of 
these 21, three offer management degrees, one offers a policy 
degree, six offer manufacturing degrees, and two feature tech- 
nical degrees (1987, pp. 16-19). One entity, the Wang Institute 
of Graduate StuJies, merged with Boston University in 1987. 
All indications point to an expanding corporate education sector 
at all levels. 



International programs 

Professional development for executives is not restricted to the 
U.S. European organizations such as t" a , Intemtional Manage- 
ment Development Institute (IMEDE) in Lausanne, Switzer- 
land, the International Management Institute (IMI) in Geneva, 
Switzerland, and the European Institute of Business Adminis- 
tration (INSEAD) in Fontainebieau, France, offer a full range 
of professional development programs, including specific 
courses for executives. The majoiity of these programs a-^ 
taught in English. Other European schools with significant 
reputations conduct classes in other languages ("Bricker 
Bulletin" 1986). 

Nine universities and the Niagara Institute offer programs in 
Canada. Similar programs are offered throughout Australia, 
southeast Asia, and India both by local universities and by 
American universities. For example, the University of Vnginia 
offers a management program in Australia, while Harvard Uni- 
versity operates a program, "Multinational Marketing Manage- 
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ment," in Europe (Billy 1987). Some of the Soviet satellite 
countries have started advanced management programs. In 1970 
two major advanced management programs for industrial exec- 
utives were launched in the Soviet Union (Drucker 1973). 

Lessons from the Most Successful Programs 

important lessons can be learned by studying the most success- 
ful management and executive programs of business, govern- 
ment, and the military. Higher education institutions consider- 
ing an investment in the management and leadership develop- 
ment of their administrators would be wise to investigate these 
programs. 

Senior management's active role 

A common comment in profiles of successful programs is the 
importance of the involvement and commitment of the senior 
executive team and, in particular, the CEO. "The CEO is cen- 
tral. Without the understanding and commitment at this level, 
leadership development is impossible" (Tichy 1987, p. 41; 
Bolt 1985). This commitment includes direct involvement of all 
senior executives in the planning of training, the participation 
by senior executives as teacher? and students in development 
activities, and by serving as role models in the pursuit of edu- 
cation (Bolt 1987; Gok* 1987; Greiner 1987; Short 1987; Lus 
terman 1986). 

Training's position ir the hrr£ro„/ is an important indicator 
of senior management's active rok in education, 

A most important factor determining the extern and success 
of an ; - ?'4Stry's r~ ^am is the oositic:* of the person re- 
yyi,: v - Th : !:yher the affix* > r in charge of educa- 
tio- e it re jects i!e comm'imcvt of the corporation 

to , im. Tc \cceei % * e chief executive officer has to 

waui / J the oopointme u f i corporate level executive 
for education will have th( greatest impact on managers 
down the line, who pe~ t the er,ployee time off for study 
(Eurich 1985, p. 51). 

Although top executives may talk about the importance of 
professional development, lower-level supervisors actually 
make the decisions and allocate the funds from their budgets. 
Employees are quick to realize that what senior executives do 
is usually more important than what they say. Top executives 
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need to develop management and leadership skills as much as 
other employees do (Golde 1987). 



Clarity of the educational mission 

Those organizations reaping the most rewards from education 
explicitly state its importance as the key investment in their 
employees (Bolt 1987; Lusterman 1986; Eurich 1985). This 
stiategy usually appears in widely disseminated educational 
statements that "specify the firm's stand on such dimensions as 
(1) targeted populations, (2) relative emphasis on job/task-skill 
improvement versus longer-run career enhancement, (3) links to 
other career system variables (e.g., hiring, assignments, exit- 
ing), and (4) links to other organizational change efforts" (Son- 
nenfeld 1983, p. 307; Lusterman 1986; Bolt 1985). 

The rewards of education are not coincidental because the 
investment and emphasis have been carefully planned, exe- 
cuted, and integrated into the life of these organizations. As 
senior executives learn what education can contribute to the or- 
ganization, they demand edacation for all levels of employees 
as an integral part of the organization's culture (Bolt 1987). 

Need for development activities to be coordinated, integrated, 
and purposeful 

The management development programs with the most impact 
are not one shot or random. As part of the organization's 
succession planning, programming is periodic, coordinated with 
promotions, job challenges, and opportunities, and carefully in- 
tegrated into jobs. Educational objectives are explicit, both for 
the organization as a whole and for individuals. Stages of de- 
velopment activities are linked for continuity. Programs pro- 
duce definable skills with direct application to the job with a 
needs-driven orientation (Bolt 1987; Goloe 1987; Greine^ 1987; 
Tichy 1987; Lusterman 1986). 

Organizations deriving the most benefit from professional 
development have so thoroughly assimilated training ac f ivities 
into the mainstream ;hat the programs closely support the par- 
ticipants' jobs and their jobs provide planned opportunities "to 
use the knowledge, skills, and attitudes learned in training" 
(Clement 1981, p. 11). 

Summary 

Management development is a major effort in most businesses, 
the government, and the military 7 . These organizations have 
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found it to be a good investment in terms of the bottom line as 
well as in more intangible ways such as individual develop- 
ment, succession planning, organizational development and 
change, and culture building. Professional development is 
provided by in-house educational programs, university-based 
programs, commercial vendors, corporate colleges, and inter- 
national prograrrs. Organizations that have reaped significant 
benefits from executive education share common characteris- 
tics: senior management is significantly and visibly committed 
and involved, the educational mission of the organization is 
clear, and development activities are coordinated and closely 
integrated into the mainstream of operations. 





A SURVEY OF PROGRAMS 



A variety of programs exists to meet the professional develop- 
ment needs of administrators. These programs vary by mission, 
educational goals, content, intended audience, format, peda- 
gogy, length, site, size, and sponsor. Every issue of the Chron- 
icle of Higher Education lists professional development pro- 
grams sponsored by well-known institutions and associations, 
open to a wide assortment of academic and nonacademic exec- 
utives from the entire country. In addition, there is a wealth of 
other programs open by special invitation to members of the 
sponsoring organization or advertised on a regional basis 
through less formal channels. An administrator must look care- 
fully to identify programs appropriate to his or her needs 
and level of expertise and background. (See table 2 for a dis- 
play of representative programs by intended audience and posi- 
tion level.) 

The professional development programs can be loosely 
organized into four types or models. Although this typology 
overlaps to some extent, it provides a useful mechanism for cat- 
egorizing programs and comparing purposes, audiences, 
lengths, and costs. (See the appendix for the addresses of 
the major programs and sponsors listed in this section.) The 
following discussion includes only the major programs or 
representative types of programs and is not meant to be all- 
inclusive. For a more complete listing of available programs, 
consult the directories listed in the appendix. 

National Institutes and Internships 

These extended and intensive professional development pro- 
grams are among the oldest and most prestigious in higher edu- 
cation. Although the number of national institutes is small, tlr 
total of their alumni in senior posts is large. In general, they 
have the following characteristics: 

• Minimum of two weeks in length or meet regularly as a 
class over a year; 

• Sponsored by prestigious universities and higher education 
associations; 

• Held at the campus of the sponsoring institution or at a 
host institution for internships; 

• Usually require institutional nomination or endorsement; 

• Highly competitive application process; 

• Participaiion is national or even international; 
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TABLE 2 

REPRESENTATIVE PROGRAMS BY INTENDED AUDIENCE 



President Senior Lower Upper Middle Entry 
Senior Middle 

For Academic Administrators 

ACAD Workshops 

Academic Leadership Institute 

(AASCU) 

ACE Fellows 

Chairing the Academic 

Department (ACE) 

Institute for the Management of 

Lifelong Education (MLE) 

Institute for Trustee Leadership 

(AGB) 

National Conference of Deans 

Presidents Seminars (ACE) 

Troi!tbeck Program 

For Academic and 
Nonacadcmic Administrators 

College Management Program 

HERS/Bryn Mawr 

HERS/Wellesley 

Institute for Educational 

Management (IEM) 

Management Development 

Program _ 

For Nonacademic Administrators 

Business Management Institutes 
(SACUBO/EACUBO/ 

WACUBO/CACUBO) 

Institute for Student Personnel 

(NASPA/ACE) 

Williamsburg Development 

Institute 

Summer Institute on College 

Admissions 

Xey (representative titles for each category) 
President: Chief executive officer of an institution or system 
Senior: Provost, Vice President, system officer 
Lower Senior: Associate, Assistant Vice President 
Upper Middle: Dean; Special or Executive Assistant to 
Middle: Assistant & Associate Dean, Director; Assistant to 
Entry: Department Chair, Admissions/Financial Aid Officer 
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• Participation from all types of institutions and all types of 
institutional positions; 

• Follow-up available through receptions at national conven- 
tions, seminars, and newsletters; 

• Attendance at a specific national institute is only once in a 
lifetime, although an administrator may participate in dif- 
ferent programs in this category at different career stages; 

• Focus on broad higher education issues, management tech- 
niques and processes, and leadership development. 

The ACE Fellows program and internships 
The oldest of these programs «s the ACE Fellows sponsored by 
the American Council on Education The prolan is designed 
to identify and train future leaders for progressively icsponsib!e 
positions in higher education. Participants are generally faculty 
members or first-level academic administrators who have 
shown a strong ability for and interest in management (ACE 
1987a; Stauffer 1975; Creager 1971a, 1971b, 1966). Typically, 
participants are in entry-, middle-, or upper middle-level posi- 
tion* such as department chair, director, assistant dean, and as- 
sistant to the president. 

For many, an ACE Fellowship was the springboard to senior 
administrative positions. Of the 843 ACE Fellows over the past 
20 years, 109 (13 percent) have become presidents and 378 
others (44 percent) have served as vice presidents, associate oi 
assistant vice presidents, and deans (ACr, 1987b; Kroger 
1984). Fellows spend an internship year on another campus, 
where they work with campus leaders, manage special projects, 
and observe senior officers in every phase of their jobs. A Fel- 
low may choose to stay on his or her own campus, but ACE 
discourages this option because it diminishes the educational 
experience. Fellows who elect this option are required to spend 
at least some time on another campus. 

Fellows also attend at least three major seminars on financial 
management, legal issues such as collective bargaining and af- 
firmative action, and government issues, including meeting 
'vith members of Congress and executive branch officials (Bray 
1987). In addition, they participate in activities at the annual 
ACE convention. 

Classes average 42 Fellows. Although male participants 
greatly outnumbered women (10 percent between 1965 and 
1970) during the early years of the pro^dm, since 1970 women 
have represented 35 percent of the participan s. The number of 
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minority fellowships has risen from 7 percent during 1965 to 
1970 to 25 percent since 1980 (ACE 1987b). 

Fach Fellow is linked with a Mentor, a specially selected 
senior officer who works with the Fellow, monitors his or her 
activities, and provides important advice and support. Benefits 
accrue not only to the Fellow, but also to the host campus 
where the Fellow trains and works for a year, and especially to 



the senior administrator Mentor who works with th; Fellow. 
Daniel H. Perlman, president of Suffolk University, Boston, an 
ACE Fellow 1972-73 and a Mentor 1982-83 stated; 

The ACE Program has served a critical role in preparing 
new leaders for American higher education. TT aving been 
both a Mentor and Fellow, I can personally attest to the 
quality and value of this unique program. My Fellowship 
year was instrumental in preparing me to assume a deanship 
and then a presidency. More recently, as a Mentor, the ex- 
changes with my Fellow gave me a fresh perspective on my 
own institution (ACE 1987a, p. 1). 

Other internships follow the ACE pattern. The California 
State University system offers an in-house internship program 
similar in format and organization to the ACE Fellows pro- 
gram. Interns are chosen from the system's 19 campuses for a 
year's experience working with a senior officer on another 
campus. As with the ACE Fellows, although the interns are 
generally from the faculty and mid-level administration, signifi- 
cant professional development benefit accrues to the senior ad- 
ministrator mentor as well as to the intern. 

The role of mentor within the context of a well-organized 
fellowship program should not be overlooked as a substantial 
professional development experience for a senior-level adminis- 
trator. Applying the adage that it is usually the teacher who 
learns the most, mentors Ie^n by teaching their younger pro- 
teges, by looking at the world through their younger and per- 
haps less biased eyes, and by reformulating their thinking in 
response to questions from the intern. In terms of human 
development theory, this is known as the additive stage of 
professional development. During this career phase, senior ex- 
ecutives, serving as mentors, transmit "their commitment to 
and knowledge of the field. In turn, they might replenish their 
own commitment and knowledge through lifelong leaning" 
(Moore and Young 1987, p. 21). The advantage of thes. pro- 
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grams is that they provide a structured, organized framework 
for the mentor/fellow relationship with guidance for the learn- 
ing experience. 

The Institute for Educational Management 
The second oldest program in this group is the Institute for 
Educational Management (IEM), co-sponsored by the Graduate 
Schools of Business Administration and Education of Harvard 
University. Founded in 1970, IEM has nearly 2,000 alumni 
from more than 500 colleges and universities. Participants live 
on the Harvard campus and attend classes six days a week for 
four weeks. The case study courses, in areas such as market- 
ing, financial management, planning, labor relations, and 
higher education law, are designed to provide participants with 
a broad view of higher education administration with a focus 
on the unique policy-setting responsibilities of senior executives 
(IEM 1987b). 

Participants describe the experience as "an intellectual boot 
camp," "incredibly challenging," and "far beyond my most 
ambitious expectations" (McDade 1984, p. 13). Charles C. 
Schroeder, vice president of student development, St. Louis 
University, and a member of the class of 1983, recounted that 

For me, the greatest value was the chance to snap a few 
frames from the motion picture of my life and do something 
radically different. It's a significant renewal experience —the 
opportunity to step out of my traditional routine and to par- 
ticipate in a whole new array of experiences, relationships, 
. . . the chance to look at everything with a fresh perspective 
(McDade 1986, p. 47). 

Current classes range from 90 to 95 members. Most partici- 
pants are presidents, vice presidents, or deans in both academic 
and nonacademic fields in institutions or hold senior positions 
in system offices, state boards of higher education, associa- 
tions, and foundations. Participants must be sponsored by f heir 
institution. "IEM is the most senior and by far the most expen- 
sive—at more than $200 a day— of the management insti- 
tutes. . . . The most prestigious among any of the institutes, it 
attracts a far higher proportion of presidents among its appli- 
cants than any of the others" (Green Forthcoming). 

Part of the original mission of IEM was to provide access for 
women and minorities to senior administrative positions. Dui- 
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ing the past five years women have averaged 30 percent of 
each class, while minorities have averaged 24 percent. For the 
past five years, international participants have averaged 8.6 
percent of each class, including representatives from Mexico, 
Switzerland, Scotland, Denmark, Hong Kong, Australia, and 
the Philippines (IEM 1987a). 

The Management Development Program 
In 1986 IEM launched the Management Development Program 
(MDP), a two-week institute for middle-level academic and 
nonacademic administrators. It is designed to broaden manage- 
ment perspectives and leadership skills while exploring the 
unique role and mission of higher education in today's society. 
Participants typically are in middle-level to first-tier senior po- 
sitions, with the majority holding titles such as department 
chair, director, assistant and associate dem, dean, assistant and 
associate vice president. The classes of 85 participants have av- 
eraged 44 percent women and 27 percent minorities (MDP 
1987a, 1987b). 

The Institute for the Management of Lifelong Education 
Co-sponsored by Harvard University and the College Board, 
the Institute for the Management of Lifelong Education (MLE), 
is for "administrators, planners, program heads, and faculty 
concerned with the design or implementation of lifelong edu- 
cation" (MLE 1987, p. 2). Founded in 1979, this two-week 
residential program is structured much like the Institute for 
Educational Management and the Management Development 
Program, using a faculty drawn from Harvard and other out- 
standing practitioners. 

The College Management Program 

Another national institute for both academic and nonacademic 
administrators is the College Management Program (CMP), 
launched in 1976. In this institute, 

College and senior executives work with fellow executives 
and an experienced faculty to address such issues as stra- 
tegic planning, management, marketing, budgeting, financial 
analysis, situational leadership, decision making, and the 
personal computer as a management tool (CMP 1987, p. 2). 

The CMP capitalizes on the management and computer science 



strengths of Carnegie-Mellon University. Thus the three-week 
program has a nwe technical and quantitative emphasis than 
the other national institutes. The program is administered by 
the office of Executive Education of Carnegie-Mellon's School 
of Urban and Public Affairs, which also runs programs for ex- 
ecutives of other fields. 

Carnegie-Mellon's president, Richard Cyert, and economist, 
Herbert Simon, are deeply involved with the program. Cther 
faculty include higher education leaders such as George Keller, 
John D. Millet, and Neil S. Bucklew. The three-week curricu- 
lum focuses on strategic planning; budgeting; accounting and 
financial analysis; marketing; selecting, evaluating, and devel- 
oping faculty; and the computer as a management tool. The av- 
erage class size is 35, with 21 percent women (Green Forth- 
coming). 

A participant commented that the program "exposed me to a 
wide range of issues that affect institutions of higher learning in 
the 1980s and did so in a way that allowed me time for reflec- 
tion" (CMP 1987, p. 9). 

HERSIBryn Mawr and Wellesley 

The Higher Education Resource Services (HERS) supports two 
national institutes specifically for women in both academic and 
nonacademic jobs. Since 1976 the Summer Institute for Women 
in Higher Education Administration, co-sponsored by HERS/ 
Mid-America and Bryn Mawr College, has groomed women 
faculty and middle managers for senior management positions. 
The program 

is designed for professional womtn in higher education, both 
faculty and staff, who wish to prepare inemselves for further 
administrative responsibilities [that] require both the effec- 
tive and creative use of existing talent and the acquisition of 
new skills (Bryn Mawr College and HERS 1987, p. 1). 

Participants in the HERS/Bryn Mawr program are typically fac- 
ulty members or middle-level administrators (Green Forthcom- 
ing). In addition, the primary responsibility areas of 
members of the 1987 class included faculty (20 percent), admin- 
istrative services (34 percent), business/finance (8 percent), 
academic affairs (16 percent), external affairs (8 percent), 
student services (12 percent), and library (2 percent) (Bryn 
Mawr and HERS, Mid-America 1987b). 
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The HERS/Bryn Mawr program typically includes interna- 
tional participants, with Canada, Sweden, Wales, Iran, Nigeria, 
and the Netherlands recently represented. Its core courses 
focus on academic governance, administrative uses of the com- 
puter, management and leadership, human relations skills, bud- 
geting, and finance. Class size averages 75 participants (Bryn 
Mawr College and HERS 1987; Hornig 1978). 

A program similar in content is offered by HERS/New 
England at Wellesley College. Participants attend a series of 
five seminars over a period of a year. Both programs are 
unique in that they devote significant attention to career devel- 
opment for participants by examining "institutional structures 
in general and one's own institutional setting in particular; to- 
kenism; planning a career path; career mapping; resume analy- 
sis; development of networks and other support systems'' 
(Wellesley College and HERS 1987, p. 3). 

Programs for executives in business and industry 
A very small but growing number of higher education adminis- 
trators are enrolling in college and university programs de- 
signed for the professional development of executives from 
business and industry. The grandfather of the national institute 
model is the Advanced Management Program (AMP) offered 
by Harvard University's Business School. This 11-week pro- 
gram explores the specifics of financial management and con- 
trol as well as the more general topics of long-range planning 
and leadership development. Approximately 1 percent of the 
AMP alumni who work at colleges and universities were presi- 
dents or chancellors of a system at the time of their participa- 
tion. Other examples include the Executive Development Pro- 
gram of Cornell University, the Management Development 
Program and Advanced Management Development Program of 
Boston University, and the Executive Development Program 
pnd Advanced Executive Program of Northwestern University. 

General notes on national institutes 
Despite the variety of program types in the national institute 
category, courses are similar (see table 3). The general curric- 
ula of national institutes emphasize primarily the development 
of management knowledge and skills— through courses in fi- 
nance, marketing, law, and organizational theory— and, sec- 
ondarily, the exploration of higher education issuer. Within the 
management area, participants gain a broad understanding of 



principles and theories and, depending on the program, develop 
a variety of tangible skills ranging from how to use a computer 
to financial analysis techniques. Because national institutes are 
generally sponsored by prestigious institutions or associations, 
they aie able to attract top flight professors and distinguished 
practitioners t r join their faculties. 

It is no surprise that national institutes and internships offer 
their alumni a strong national and, for some programs, interna- 
tional network of peers. After completion of the program, each 
offers an infrastructure of alumni workshops, newsletters, and 
receptions sc that alumni can continue to develop their con- 
tacts. Alumni cite the acquisition of contacts and friendships as 
a major and often unexpected benefit. Intensive course sched- 
ules, the length of the programs, and the residential compo- 
nents create camaraderie that runs deep. The friendships made 
within a particular class expand as graduates join the program's 
alumni network. It is a statement of the strength and popularity 
of these programs that each has enthusiastic and loyal alumni. 
ACE Fellows meet every year at the ACE convention to renew 
friendships and trade stories (Heller 1984a). IEM sponsors 
well-attended receptions at major conventions and welcomes 
alumni back to Harvard for an annual reunion seminar. 

/ jinistrative Conferences 

although similar in organization to the national institutes, 
administrative conferences differ in length, instructional focus, 
and range of participation. They have *e following general 
characteristics: 

• From several days to less than two weeks in length; 

• Sponsored by institutions, associations, and foundaiions; 

• Held at a variety of locations ranging from university cam- 
puses to resorts; 

• Institutional endorsement and sponsorship usually not 
required; 

• Usually acceptance on a first-come, first-served basis; 

• Participation generally irom a particular type of institution, 
a specific function area, or a certain level of administra- 
tors; 

• Participation generally naf'onal but rarely international; 

• Follow-up depends on program, but usually not very ex- 
tensive; 
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TABLE 3 

AN OVERVIEW C MAJOR NATIONAL INSTITUTES 



Title 

ACE Fellows 



Sponsor 

American 
Council on 
Education 



Length 

Academic 
year 



Timing 

Academic 
year 



Founding 

1965 



College Management 
Program (CMP) 



Carnegie- 
Mellon 
University 



21 days 



Summer 



1976 



Institute for Educa- 
tional Management 
1EM) 

In stui' te for the 
Management of Life- 
long Education (MLE) 



Harvard 
University 

Harvard 
University, 
College Board 



28 days Summer 



12 days Sur.,1! 



1970 



1979 



Management Develop- 
ment Program (MDP) 



Harvard 
University 



13 days Summer 



1986 



Management Institute 
for Women in Higher 
ixiucation (HERS/ 
Wellesley) 

Summer Institute for 
Women in Higher 
Education Administration 
(HERS/Bryn Mawr) 



HERS/N>w 
England, 

Wellesley College 
HERS/ 

Mid-America, 
Bryn Mawr College 



Five 

thrce-aay 
session" 

26 days 



Over one 
year 



Summer 



1979 



1976 



• An administrator may atte* i a piogram annually or on a 
reguhr, repeating basis; 

• Focus on management tasks and leadership responsibilities 
in the context of an institutional type or functional area. 

Like the national institutes, many of the administrative 
conferences are held on college or university campuses. Some 
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TABLE 3 (Continued) 



Location Size 
Varies 42 



Pittsburgh, PA 35 



Cost 

$700 minimum 
+ $2500 
travel 



$3700 



Cambridge, 
MA 



Cambridge, 
MA 



Cambridge, 
MA 



95 



80 



85 



$6300 



$2420 



$3000 



Welicsley, MA 50 



$1350 



Curriculum 

Budgeting; Financial Management; Planning; 
Law; Collective bargaining; Personnel 
Issues; Leadership; Curriculum; Federal 
Policy 

Strategic Planning; Budgeting, Accounting & 
Financial Analysis; Marketing; Selecting, 
Evaluating & Developing Faculty; 
Computer Management as a Tool 

Monitoring the Environment; Setting Direc- 
tions; Marehaling Resources & Support; 
Managing Implementation 

Adult Learning & Development; Organiza- 
tional Management (Marketing & Financial 
Management); Institutional Leadership & 
Change 

Leadership (Organizations, Issues, Small 
Groups) Management (Law, Decision Making, 
Financial Management, Human Resource 
Management, Faculty Policy & Administra- 
tion)* Higher Education (Cultural Diversity, 
Issues) 

Fiscal Management; Managing Organizations; 
Information Systems & Application; Strate- 
gic Planning; Professional Development 



Bryn Mawr, 
PA 



75-80 



$3700 



Academic Governance; Administrative Uses 
of Computers; Management and Leadership; 
Professional Development; Human Relations; 
Finance and Budgeting 



administrative conferences are held in resort areas, and many 
provide substantial free time for recreational activities. The re- 
sort ambience seems to encourage more informal exchange 
among participants. Since a spouse can be a great asse* to a 
college or university administrator, especially a scrw officer, 
many of the recent programs have included spouses for all or 
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part of the conference. These seminars are most often spon- 
sored by national associations specit cally for their members. 
Formats vary considerably from a version nearer that of a 
shortened national institute to a form more like that of an ex- 
tended seminar. 

National Conference of Academic Deans 
The oldest administrative seminar for academic administrators 
is sponsored by Oklahoma State University. Also know" 3S the 
Stillwater Conference for its location in Stillwater, Oklahoma, 
the program began in 1941 and has been held e^'ery year since 
1948, The continuing goal is to examine "Qualities of Aca- 
demic Leadership." 

The conference functions through an invitation list and a 
nucleus of loyal participants who come back year after 
year. . . . The number of participating deans each year aver* 
ages 70-75. Tliese come from nearly all the states, coast to 
coast, and they represent all kinds of schools. . . . Partici- 
pants are academic vice presidents, deans of colleges, lib- 
eral arts deans at universities, and also deans of education, 
graduate and other university schools. . . . The commonality 
that holds it all together is a deep concern with maintaining 
effectiveness in the deariship (Karman 1983^ 

Recent themes of the four-day semina T have ih Jed "The 
Economics of Higher Education,'* "The Role of the Dear in 
the Search for Educational Excellence/' and "Education for 
the Twenty- First Century: The Professoriate, Curricula, and 
Applied Technology" (Conference of Academic Deans 1987* 
Karman and Gardiner 1985). 

Programs from ACE's Center for Leadership Development 
The Center for Leadership Development and Academic Admin- 
istration of the American Council on Education has sponsored 
many programs through the years for specific groups of admin- 
istrators. One of its best known continuing programs is for 
presidents. Offered every year or every other year, this pro- 
gram offers new president an opportunity to "meet with vet- 
eran presidents and other higher education officials ... for 
pragmatic advice, off-the-cuff tidbits, and nuts-and-bolts 
strategics" while providing opportunities for reflection and 
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renewal for more seasoned p r esidents (Heller 1984b, p. 16; 
ACE 1987b). 

This presidential colloquium focuses on a different theme 
each year. The 1986 seminar, "The Effective CEO" held at 
the Copper Mountain Resort in Colorado, addressed leadership 
issues such as working with a board, building a presidential 
team, and relating to the media through case studies in presi- 
dential leadership. The 1988 program focuses on "Moral Lead- 
ership in Higher Education." Other ACE programs, such 
as the 1985 program, "The 6,000-Minute Sabbatical," are 
more renewal oriented. 

Another popular ACE program for academic administrators is 
"Chairing the Academic Department— For Deans, Division and 
Department Chairpersons." Sessions focus on the roles, pow- 

s, and responsibilities of Jie division leader; the department 
or division in the context of the institution; conflict and faculty 
morale; and faculty selection, evaluation, and development. 
John Zacharis, vice president of academic affairs and dean of 
the college, Emerson College, Boston, remembered: 

// . . . provided a broad range of data about colleges and 
universities so that I could see Emerson and my role in the 
broad picture. I saw that my problems were similar to oth- 
ers. It put me in contact with similar people. It was a relief 
to find out that my experiences were no different than people 
in similar positions at other schools. It gave me the confi 
der.ce to deal at this level It was a measuring against peers 
and I felt an equal (McDade 1986, p. 56). 

Other programs for academic administrators 
Other representative programs for academic administrators in- 
clude the "Summer Seminar on Academic Administration" 
sponsored by Texas A&M University and the "New Deans 
Seminar" sponsored by the American Assembly of Collegiate 
Schools of Business (AACSB). The American Association of 
State Colleges and Universities (AASCU) offers a five-day 
seminar, "Academic Leadership Institute, " for new academic 
vice presidents in conjunction with its annual summer confer- 
ence. Within a special subcategory is the "Institute tor Trustee 
Leadership" sponsored by the Association of Governing Boards 
(AGB) for board members (trustees) and chief executive offi- 
cers. The American Conference of Academic Deans sponso r s 
workshops for academic deans during the annual meeting of the 
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Association of American Colleges, In 1987 the American 
Association of State Colleges and Universities (AASCU) intro- 
duced a seminar for new academic vice presidents ai its annual 
summer conference. AASCU sponsors a calendar of seminars 
throughout the year for presidents, vice presidents, and other 
academic officers of member state colleges and universities. 




Programs for nonacademic administrators 
Other programs exist for administrators interested in specific 
areas of institutional management. The range of programs in 
this category is too vast for detailed coverage here. Representa- 
tive examples include the Williamsburg Institute and the 
NASPA/ACE Institute. Established in 1977, the Williamsburg 
Institute is a five-day seminar designed to assist presidents, de- 



velopment officers, executive directors, trustees, and others 
who are responsible for development and fund raising. 

The National Association of Student Personnel Administra- 
tors and the American Council on Education, since 1975, have 
sponsored an annual institute ;r July for student personnel ad- 
ministrators. Participants include chief officers, dea-3, and di- 
rectors of student affairs units. Themes center around the lead- 
ership and administration of student affairs in higher education. 
Currently headquartered at the University of Maryland, the In- 
stitute rotates around the country. 

Other specialized programs exist for administrators. One 
example is the Summer Institute on College Admissions, jointly 
sponsored by Harvard University and the College Board. 

Business Management Institutes 

The regional associations of the National Association of 
College and University Business Officers (NACUBO) sponsor 
the College Business Management "nstitutes. While the best 
known of the three programs is co sponsored b • WACUBO 
(Western Association) with Stanford University, others are co- 
sponsored by CACUBO (Certral) and the University of Ne- 
braska at Omaha and SACUBO (Southern) with the University 
of Kentucky. The Eastern Association ^EACUBO) offers a 
four-day Chief Business Officers Institute. AH of the programs 
focus on fiscal management, administration, personnel manage- 
ment, higher education law, labor relations, and planning. For- 
mats vary. The Stanford program lasts two weeks. Participants 
in the University of Kentucky program attend a series of one- 
week sessions over a three- to five-year period. 
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Programs for administrators of a 
particular type of institution 

Most associations hold special conferences and seminars for 
administrators of its member institutions. The American Asso- 
ciation of Community and Junior Colleges (AACJC) is particu- 
larly good at this programming, with an especially active 
professional development menu. For presidents alone, there are 
several levels of programming. Formats for these programs are 
similar: Each day begins with a general session in which 
a nationally renowned speaker introduces topics for the day. 
Participants pursue these topics in small groups, then report 
Mck to the entire group at the end of the day. Similar pro- 
grams are available for other levels of administrators. 

Programs in the liberal arts 

The Troutbeck Program represents yet another category of ad- 
ministrative conferences. Named for the location of this annual 
seminar, its goal is the "intellectual renewal of academic lead- 
ers." Sponsored by the Educational Leadership Project of the 
Christian A. Johnson Endeavor Foundation, presidents "ex- 
plore with their colleagues a series of writings in philosophy, 
history, and politics, and reflect upon enduring values." 
Through discussions, the program aims to "equip presidents to 
rethink and expand their vision of the academic mission, renew 
their sense of intellectual confidence, overcome the sense of 
isolation in their positions, and deepen their perception of what 
leadership entails." Participants are selected by the Foundation, 
rather than through application. Spouses are encouraged to at- 
tend and may participate in the main program. They also meet 
''among themselves to discuss the role of a presidential 
spouse." 1 le Foundation sponsors a similar, but short, pro- 
gram for trustees (The Troutbeck Program 1985). 

Simimi programs with an emphasis on liberal arts, sponsored 
by such esteemed institutions as Williams College and Dart- 
mouth College, exist for executives of business and industry. 

General notes on administrative conferences 
The major strength of administrative conferences lies in the 
opportunities for administrators to make contacts with other ex- 
ecutives in similar situations and to discuss with these new 
friends the basic problem? of running an educational institution. 
Bruce H. Leslie, a new president of Onondaga Community 
College and a participant in the 1984 session of "Launching 
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TABLE 4 

AN OVERVIEW OF REPRESENTATIVE ADMINISTRATIVE CONFERENCES 



Title Sponsor 

Academic Leadership AASCU 
Institute 



Length 

5 days 



aiming 

Summer 



Founding 

1987 



Business Management 
Institute 



WACUBO, 

Stanford 

University 



13 days 



Summer 



1975 



College Business 
Management Inst' ute 



SACUBO, 
University Df 
Kentucky 



Cnairing the Academic ACE 
Department 



1 week 
sessions 
over 3- to 
5-year 
period 

1 week 



Summer 



Twice 
annually 



1952 



1973 



Institute for 
Student Personnel 
Administrators 



NASPA and ACE 



5 days 



Summer 



1975 



Institute for Trustee 
Leadership 



AGB 



4 days 



Twice 
annuallv 



1985 



National Conference 
of Academic Deans 



Oklahoma State 
University 



4 da\s 



Summer 



1941 



the Presidency" noted it was good to know "that other people 
are losing as much sleep as I am" (Heller 1984b, p. 17). 

Administrative conferences address management, education, 
and leadership issues in proportionally smaller quantities and 
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Location 

Location 

changes 

annually 

Palo Alto, 
CA 



Lexington, 
KY 



Various 
locations 



University 
of Maryland 



V a nous 
locations 



Stillwater, 
OK 



Size 

20 



55-60 



520 
in 8 

sections 



65 



50 



30 



70 



Cost Curriculum 

$485 Assessing Leadership Styles; Consensus 

Building; Linking Planning & Budgeting; 
Curriculum for the 21st Century; Legal 
Issues in Higher Education 

M975 Fiscal Management & Planning; Investments 

& Banking; S r onsored Programs; Personnel 
Management; Law; Labor Relations: Model- 
ing; MIS; Taxes; Audit; Procurement 

$295, Roles of Officers; Organizational Struc- 

R&B ture; Financial Affairs; Personnel Admin- 

extra istration; Business Services; Data Process- 

ing; Physical Plant; Public Safety; 
Auditing; Planning 

$375/ Role of the Chairperson; Chairperson's 

$450* Roles, Powers & Responsibilities; the 

Department in the Context of the College; 

Decision Making; Performance Counseling; 

LXaling with Conflict & Maintaining Faculty 

Morale; Faculty* Development; Evaluation 

Recent themes: Partnerships (with His- 
tor>, Academic Affairs, the Management 
Team, Business & Technology, Our Future); 
State of the Art: The Leadership and 
Administration of Student Affairs in 
Higher Education 

Strengthening the Relationship between 
Trustee Giairpcrson and CEO; Responsibili- 
ties of Chair and CEO for Educating and 
Leading the Boards They Serve; Relation- 
ship of Leadership Team to the Board 

S55 Recent themes: The Economics of Higher 

Education; the Role of the Dean in the 
Search for Educational Excellence; Educa- 
tion in me 21st Century: The Professor- 
iate, Curricula, and Applied Technology 



$550/ 
$625* 
?v&B 
extra 



$1100 



with less intensity than do national institutes (see table 4). The 
main strengths of these conferences for new administrators 
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TABLE 4 (Continued) 



Title Sponsor 

Presidential Seminars \CE 



Length 

5 days 



Timing 

Summer 



Founding 



Summer Institute on 
College Admissions 



College Board, 

Harvard 

University 



6 days 



Summer 



196C 



Troutbeck Program 



Williamsburg 
Development 
Institute 



Christian A. 
Johnson 
Endeavor 
Foundation 

Williamsburg 
Development 
Institute 



7 days 



5 davs 



Summer 1984 



Summer 1977 



R&B - Room and board 

•Tuition price for members of sponsoring organi.vtion/for nonmembcrs 



seem to be the dispensing of practical and useful advice, the 
offering of a framework fcr new knowledge, and the providing 
of links to other colleagues. For academic administrators with 
many years of experience, renewal programs offer, according 
to Harvey A. Stegemoeller, president of Capital University, 
"some privacy for thought and reflection, a bit of recreation of 
psyche, a few days away frorii burnout, weariness, and nose 
against the minor a!I the time" (McDade 1986, p. 58). 

Conventions of National Associations 

Most of the national higher education associations sponsor an- 
nual Gr biennial conventions Tor members. In general, conven- 
tions have the following characteristics: 
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Location Size Cost 

Location 35 $1000 

changes 

annually 



Curriculum 

Recent themes: Ethical and Institutional 
Leadership in Higher Education; The 
Effective CEO; The 6,000-Minute Sabbatical 



Cambridge, 
MA 



Troutbeck, 
NY 



125 



15 



$650 The Search for Appropriate Admissions 

Practices; Managing Enrollments in the 
Light of Increasing Costs; Professional 
Growth and Personal Development; Improv- 
ing the Quality of Schooling in America; 
Technology in Admissions 

N.A. Intellectual renewal of academic leaders 

through literature in philosophy, history, 
politics, ethics 



Williams- 125 $530 Institutional Planning; Psychology of Fund 

burg, VA Raising; Annual Gift Program*; Major Gift 

Solicitation; Planned & Deferred Giving; 
Capital Campaigns; Managing the Develop- 
ment Program; Foundation & Corporate Fund 
Raising; Time Management 



• From two to five days in length; 

• Sponsored by national higher education associations; 

• Held in hotels in major cities; 

• Personal or institutional membership in the association 
usually requirr ■ for participation; 

• Unlimited enrollment; 

• Participation generally national but rarely international; 

• Follow-up available through publications and other regular 
association activities, although they may not be in direct 
support of the convention' * activities and discussions; 

• Administrators attend accou **» to the type of institution 
and type of position, institutional support for travel, and 
personal interest in the association and the theme of the 
convention; 

• Focus on higher education issues. 
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Conventions usually include activities and programs centered 
around a specific higher education issue. Recent examples of 
themes for the conventions of the American Association for 
Higher Education (AAHE) include 'Taking Teaching Seri- 
ously" (1987), "Less Talk, More Action: Moving from Rheto- 
ric to Genuine Reform' , (1986), "The Undergraduate Exper 
ence: From Taking Courses to Taking Charge" (1985), 
"Schools and Colleges: Toward Higher Performance" (1984), 
and "Colleges Enter the Information Society" (1983). The 
theme serves as a focus for major speakers, panel discussions, 
lectures, workshops, round table discussions, and small group 
meetings. 

Most conventions meet in a major city and alternate geo- 
graphic areas so that all members are near a convention one 
year or another. Conventions last from two to five days, al- 
though many associations are adding a pre- or post-day of spe- 
cial interest meetings or sessions for which members can pay 
an additional fee. Conventions typically offer several major ses- 
sions, often with nationally prominent speakers and concurrent 
minor sessions. Participants attend sessions of personal interest 
or meetings of groups of which they are members. Pedagogy is 
traditional: speakers, panel discussions, position papers, and 
question-and-answer sessions. 

The largest annual conventions are sponsored by the organi- 
zations with the broadest membership bases: the American 
Association of Community and Junior Colleges (AACJC) with 
approximately 3,500 registered participants, the American Asso- 
ciation for Higher Education (AAKH) with approximately 1,500 
to 2,00C registrants, and the American Council on Education 
(ACE) with approximately 1,000 participants (Pgures supplied 
by the associations). Other organizations with more specialized 
membership such as the Na'ional Association of State Universi- 
ties and Land-Gran! Colleges (NASULGC) and the Council of 
Independent Colleges (CIC) also host large annual conventions. 

National conventions offu important educational benefits. 
Because conventions are planned by college and university 
leaders who are dealing with the pressing problems of higher 
education on their own campuses, the themes selected usually 
reflect the burning issues of concern to higher education admin- 
istrators. Associations, with a promise of large audiences, arc 
able to present nationally prominent speakers such as the Secre- 
tary of Education, presidents of large corporations or significant 
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colleges and universities, or authors of current best-selling 
higher education books or studies. With so many people pres- 
ent, it is easy to find people from similar institutions with 
whom to talk and compare notes and problems. Because of the 
flexible organization of the sessions, a participant can attend a 
wide variety of presentations or concentrate on only a few. 
Many people stay after sessions for additional discussions, 
often one-on-one, with the speakers or panelists. 
Houle (1980) noted that many educational techniques 

are combined, often in complex and intricate ways, at con- 
ventions, which, because of the interaction of many stimuli, 
often have an impact greater than the separate effects of pa- 
pers, business meetings, lectures, discussions, ceremonials, 
and exhibits. Conventions and other general assemblies also 
provide the major areas in which the mode of inquiry is con- 
ducted. Committees meet, special interest groups press their 
distinctive points of view, policies are debated and decided, 
and leaders are chosen. The conceptual and the collective 
identity characteristics of professionalization . . . are defined, 
debated, decided, and interpreted to the membership of the 
profession. Both instruction and inquiry modes are fostered, 
not only by all the processes mentioned nbeve but also by 
the informal association that is a natural component of an 
intensive experience, which provides a continuing basis for 
the shop talk that shapes and reinforces opinions (p. 202). 

Because of their organization, length, and theme orientation, 
national conventions are strong on issue exploration and con- 
tacts but weak on the development of management skills. Ad- 
ministrators overwhelmingly cite the opportunities for making 
contacts as the true strength of the convention format. One 
president noted, "I've attended many conventions, but I still 
find the conversations more important than the sessions" 
(McDade 1986, p. 61) Many echo the sentiment that much of 
the important work of conventions actually takes place in the 
hotel lobbies, lounges, and restaurants after the formal sessions 
have ended. "A lot of the benefit of these programs is informal 
in the lounge," remarked Harry Jebsen, Jr., dean of arts and 
sciences, Capital University (McDade 1986, p. 61). In these in- 
formal settings, administrators discuss issues, compare situa- 
tions, gather information, and test ideas. 
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The American Association for Higher Education (AAHE) of- 
fers a registration option for groups of participants attending 
from the same institution. In addition to reducing the cost for 
groups, AAHE will provide rooms for the groups to discuss the 
topics of the convention and arrange special meetings with con- 
vention speakers. 

By participating in the activities and programs of national as- 
sociations, new administrators can gain an introduction to the 
leaders and issues of their field. Participation provides senior 
administrators with the opportunity to "capitalize on the depth 
and breadth of their knowledge and practice" by serving as as- 
sociation officers, presenting papers, and moderating conven- 
tion sessions (Moore and Young 1987, p. 65). 

Short Seminars, Workshops, and Meetings 

The vast majority of professional development programs avail- 
able to both academic and nonacademic administrators of all in- 
stitutions and at all position levels are seminars, workshops, 
and meetings. While many are advertised in national publica- 
tions and attract a national audience, most are available only to 
administrators on a regional or state basis. In general, these 
programs have the following characteristics: 

• From one to three days in length; 

• Sponsored by a wide variety of associations, institutions, 
foundations, government agencies, private companies, and 
consulting firms; 

• Located in major airline hub cities or on college cam- 
puses; 

• Enrollment usually on a first-come, first-served basis; 

• Participation may oe national, but usually is more re- 
gional; 

• Follow-up depends on sponsoring organization; 

• Focus on speciaiized issues and problems in both the edu- 
cational and management areas. 

Sponsors 

A major provider of short programs is the National Center for 
Higher Education Management Systems (NCHEMS) located in 
Boulder, Colorado. Historically its programs have emphasized 
quantitative and analytical management education. Recently 



NCHEMS has been presenting more programs on planning, de- 
cision making, and consulting (Kelkr 1983). The N° T IEMS 
programs are typically offered in two or three major cities, 
such as Atlanta, Chicago, and Boston, on alternating dates. 
The National Association of College and University Business 
Officers (NACUBO) offered a typical range of programs in 
1987: "Analyzing Costs for Resource Allocation," "Enroll- 
ment or Financial Forecasting and Management," "Linking 
Planning with Budgeting," aid "Enhancing the Academic 
Workplace." Like the NCHEMS programs, all of the NA- 
CUBO se 'ms, with the exception of the workshop on federal 
affairs, are held in at least two and often tfree locations across 
the country during an academic year so that administrators will 
not have far to travel. 

Ip recent years the Association of Governing Boards (AGB) 
has become more active in producing seminars on trustee lead- 
ership. Its annual agenda includes programs on academic affairs 
and institutional development Tor trustees and senior administra- 
tors. Another new entry is the Conference on Creative Manage - 
niMit in Higher Education sponsored by Administrator, the 
Mar <$emtnt Newsletter for Higher Fducation. Topics range 
from "Becoming a Change Agent" and "Institutional Net- 
working" to "Contingency planning. 7 

Management and leadership programs applicable to highei 
education administrators are available from a number of orga. i 
zations that primarily serve the business community. The 
American Management Association (AMA) is one of the oldcu 
and largest suppliers of management seminars and programs. 
AMA courses are heJH throughout the year and topir vary in 
scope from general to very specific. 

The Center for Creative Leadership in Greensboro was 
founded in 1970 by the Smith Richardson Foundation s a non- 
profit educational institution with the mission to improve the 
practice of management in commerce, government, education, 
and public service. Its training programs are designed, w'th 
the knowledge and insights gained from behavioral science re- 
seaich, to assess and teach leadership skills. Workshops genc:- 
My use interacti\e techniques such as rcie playing, simulation 
exercises, and videotaped review*. vVorkshop topics include 
leadership development, leadership education, managing for 
creativity, and implementing innovation. Although the pro- 
grams are fiPed primarily by corporate clients, the Center pro- 
vides scholarships (typically at 25 percent of the tuition fee) for 



executives of colleges and universities, especially women and 
minorities (Center for Creative Leadership 1987; Gardner 1987; 
Edgerton 1985). 

The quality of instruction and leadership of workshops, 
seminars, and meetings can vary considerably. Many adminis- 
trators prefer to take programs spjnsored by well-known insti- 
tutions or associations or groups ui which they are members. 
Oher administrators feel they would attend a one-day program 
sponsored by an unknown organization if the topic were exactly 
and immediately applicable to a problem at hand, but they 
would be reluctant to invest any more time. Commented Robert 
Karsten, provost of Capital University, Ohio: 

/ prefer nonprofit sponsors . . . [v/hose] organization [I know 
something about]. I watch the programs offered by these 
types of organizations carefully. I also pay attention to or- 
ganizations with a personal track record. Once I've attended 
a good program from a group, I'm more inclined to try a 
second program (McDade 1986, p. 65). 

Formats, pedagogy, and content 

The programs in mis category use a wide variety of formats. 
Traditionally, a seminar suggests a small discussion group led 
by a knowledgeable teicher or practitioner. A workshop im- 
plies a laboratory situation or simulation. A meeting is gener- 
ally a group of administrators of similar positions gathered to 
discuss topics on an agenda (Henderson 1970). But there is 
great variation across these types. One popular format requires 
teams of administrators to br'ng a specific institutional problem 
to the workshop. During the program they develop an action 
plan to address that pr )blem. In another format, a particular 
problem is announced in advance; later all participants woik as 
a group *o explore and solve the problem. 

Since these programs arc quite brief, the topic for discuss'on 
is generally narrow and specific. Topics advertised for recent 
programs range from an CAamination of the new nx legislation 
and its implications for colleges to an introduction to quality 
assessment procedures. Participants usually take home specific 
new knowledge or skills. 

Set-your-own-agenda meetings 

Many administrators prefer fie meetings of state or regional 
associations, since the agendas are set by participants them- 
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selves and the meetings are run by leaders of their own choos- 
ing. These types of meetings often are the most elevant to the 
situations on their own campuses. Robert A. Greene, provost, 
University of Massachusetts, Boston, described such a pro- 
giam, informally known as the "Uioan 13" for the 13 urban 
institutions that participate: 

It's a group of provosts and VPs of academic affairs of 
urban institutions. It's a unique group. It's utterly informal 
There's no president, no dues. It's a group of friends. The 
goal is to informally share problems and solutions. There 
are round table discussions although we occasionally bring 
in a speaker on topics such as telecommunications, computer 
literacy. It's been extremely valuable because I've gotten to 
know the people so well. It's a personal network. This group 
has so completely filled my needs that the other types of 
professional meetings just don 't cut * (McDade 1986, p. 65). 

Michael J. Sheeran, vice president of academic affairs, Regis 
College, Denver, belongs to a more organized group, this 
r ne for academic officers of Jesuit colleges. 

/ attend meetings for corresponding officers of Jesuit 
schools. It's a problem-sharing session. The schools are 
similar enough that you gtt good analogous information and 
ideas. 1 usually bring back three to four workable ideas that 
make the prce of the trip worthwhile. There 's a built-in net- 
work [from this group] and that is critical. And the informal- 
ity is great (McDade 1986, pp. 65-66). 

General notes on seminars, workshops, and meetings 
Tht principal benefit 'hese types of programs is the exposure 
to specific skills, problems, solutions, or issues in a short 
time iuuzz These programs usually are to the point and sum- 
marise the essential details. Such short introductions or in- 
tense, in-depth explorations of i jpic are often exactly what 
3n administrator needs to rerolve a problem on his or her 
own campus. 

The brevity of ihz programs can be both a blessing and an 
obstaci.. Because these programs are short, an administrator 
can attend several a y.ar without being absent tnm his or her 
office for very long. Costs, both for the programs ?nd for 
travel, can be minimal. This is especially true for regional 
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meetings that can be reached by automobile. With these factors 
combined, it is often possible, over the course of a year, 
for an administrator to attend many programs. 

This brevity can also be a drawback. While a meeting or 
seminar may provide an excellent introduction and overview to 
a subject, it is often difficult to extensively explore a topic. It 
is even more difficult for participants to broaden their perspec- 
tives. Because of the short time frame, these programs do not 
pro* ide the degree of personal contacts, networking opportuni- 
ties, and sharing best found in the longer programs of national 
institutes and administrative conferences. Obviously, the excep- 
tion is a group that meets regularly, such as Sheeran's council 
of Jesuit deans or Greene's "Urban 13," which usually provide 
an opportunity to develop significant contacts and friendships 
over time. 

Summary 

Although higher education professional development programs 
vary by mission, educational goals, content, intended audience, 
format, pedagogy, length, site, size, and sponsor, they can be 
compared in a number of ways. This chapter suggested a typol- 
ogy of four types loosely based on educational mission and 
goals and length: national institutes and internships; administra- 
tive conferences; conventions; and workshops, meetings, and 
seminars. Other useful ways to categorize programs include 
participants' job ieveL p?tticipants' functional area, and con- 
tent. To find the most relevant professional development oppor- 
tunities, prog r ams should be analyzed with all these fact ts 
taken into consideration. 
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USES, BENEFITS, AND PROBLEMS OF PROFESSIONAL 
DE VELOPMENT PROGRAMS 



There is general consensus in professional development lit- 
erature that specific management skills can be learned or 
improved. To mention just a few examples, it is clear that ad- 
ministrators can increase their knowledge of planning models, 
enhance their public speaking skills, improve their effective- 
ness in financial management and budgeting. But there continues 
to be debate on whether or not critical thinking, integration, 
and leadership can be learned except through actual on-the-job 
experience that builds on natural ability. 

John Gardner argues that since many "people with substan- 
tial native gifts for leadership often fail to achieve what is in 
them to achieve," it is "our task to develop what is naturally 
there but in need of cultivation" (Gardner 1987, p. 3; O'Ban- 
ion 1977). The problem lies in knowing what to develop, how 
to develop it, and how to assess what was developed. As with 
education in general, and particularly a liberal arts education, it 
is difficult to define what professional development should be, 
let alone what it should achieve. Although benefits can be 
enumerated through anecdotal evidence, they ar* intensely per- 
sonal and not easily quantifiable. 

Another problem with the evaIur* ; on of professional develop- 
ment is that it has diverse effects for different people at distinct 
points in 'heir lives. "Leadership development," notes Gard- 
ner, "calls for repeated assessments and repeated opportunities 
for training" (Gardner 1987, p. 4). 

The literature on the assessment of professional development 
programs is mostly a debate on the relative benefits claimed by 
programs and confirmed by anecdotal evidence of alumni and 
the problems enumerated by critics and participants, ft is r;ces- 
sary to understand both the anticipated benefits and the possible 
drawbacks to be able to devise ways to derive the best possible 
experiences for both individuals and institutions. 

Uf es and Benefits 
Curriculum content 

To a great extern, an administrator chooses to attend a profc. 
sional development program because of an interest in the pro- 
posed subject. Consequently, a program is evaluated based on 
the immediate usefulness of that content when the administrator 
returns to his or her job. The NCHEMS, NACUBO, and 
many of the ACE workshops rank high on usefulness. They arc 
designed to present specific and tangible information on a 
distinct management problem or higher education issue. An ad- 
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ministrator who attends a seminar on "Fundamentals of Grant 
and Contract Management" will probably return home able to 
outline tasks and actions that can be executed to reap immedi- 
ate rewards. But many administrator agree that "conferences 
are really more for enhancement than for learning basic 
skills. . . . The transition from the conference idea to the actual 
skill use is not easy. You need to have had some cursory 
knowledge from before" v M'Dade 1986, p. 83). 

New ideas, stimulation, and learning 
The curriculum, faculty, and participants of professional 
development programs are significant sources for new ideas 
(Andrews 1966). Professional development programs also pro* 
vide the stimulation necessary for creativity and for infusing 
new ideas into old frameworks. Professional development pro- 
grams are particularly fertile places for new ideas because par- 
ticipants are temporarily freed from the physical and routine 
restraints of their institutions. Changing structure, even if the 
change is only attendance at a one-day meeting, changes think- 
ing patterns. Coupled with exposure to new ways of thinking, 
current theory, and subject experts, participants are often able 
to put pieces together in new and productive ways (Gardner 
1987; Starcevich and Sykes 1980; Argyris and Cyert 1980; 
Levinson 196S). 

While all professional development programs can provide 
stimulation and new ideas, many administrators find that the 
invention format is particularly ft Jtful. They like having nu- 
merous speakrs presenting information on recent research or 
successful campar, programs, because this format provides an 
excellent opportunity to sample many ideas in a short time. 
Discussion sessions and imormal conversation with presenters 
and other participants provide another source for inspiration. 

The ideas collected at professional development programs 
mav have long-term or immediate payoffs. Harold E. Shivcly, 
former president of Bunker Hill Community College of Bcstor, 
rememt er^d that at one conference he found out that a large 
company was moving into the city. "I followed up on the tip 
whei. I returned. Soon we [junker Hill Community College of 
Bost n] were doing a quarter of a miLion dollar program for 
them" (McDade 1986, p. 85). 

Godsey (1983) argues that because of the peculiar position of 
administrators in the academy, it is important that they preserve 
for themselves, and as a symbol for the community, their 



roles as learners. An administrator can suffer burnout from the 
daily detail and problems. Administrators, particularly the se- 
nior executives who are leading an institution, need the same 
stimulation of learning to do their jobs effectively as the faculty 
needs to pursue research and teaching. Administrators must 
preserve their need and right to be learners if they are to bring 
new ideas to their work. However, administrators' schedules 
rarely afford them the luxury of teadrng, let alone attending, a 
college course. Instead, administrators can seek short, intensive 
learning experiences. Professional development programs pro- 
vide these opportunities. 

Contacts and networking 

One of the primary missions of professional development 
programs, whether implicitly or explicitly stated iii the bro- 
chure, is to provide opportunities for administrators to meet 
each other (Argyris and Cyert 1980). There opportunities for 
contacts and networking are particularly important for senior 
administrators, who are usually the only one of their kind on 
their campus. Thus, they must go outside the campus for pro- 
fessional assistance (Kerr 1984; Lindquist 1981; Fishe. 1978). 

Programs provide different types of contacts and opportuni- 
ties 'or networking. Kanter and Vheatley (1978) identified two 
types of networks: "those on a national scale that create impor- 
tance that can be brought \ jme to one's institution in the 
form of prestige, boosting power on campus; and those that are 
essentially localized and provide immediate job-related ex- 
changes" (pp. 99-100). Conventions, national institutes, and 
adrrinisttftive conferences provide and reinforce the first type 
ci networks, while regional and local meetings of professional 
associations and institution groupr furnish the second. 

Kanter and ^Vheatley found that people who share "a similar 
training experience do not necessarily have sinvlar jod de- 
mands" and thus rarely hold together in a network (p. 100). 
However, participants in professional development programs at- 
tended by administrators of similar types, levels, and responsi- 
bilities tend to develop and then maintain stronger networks *<>r 
trading information, providing support, serving as another 
source of endorsements for jobs, and supplying professional as- 
sistance. Kanter and Wheatley (1978) found the networks 
of the Institute for Educational Management (IEM) and <he 
ACE Fellows much stronger because program participants h \ 
similar job levels and responsibilities. The networks of other 
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programs they surveyed that had classes of mixed types and 
levels of administrators were weaker or nonexistent. The longer 
lengths of the Institute for Educational Management, ACE Fel- 
lows, and HERS programs also contributed to the strength of 
the networks, because participants had a longer time together 
during the program to form friendships and professional links. 

Alumni from the ACE Fellows program and the Institute for 
Educational Management confirm that the friendships made 
during the programs continue long afterward. "A major benefit 
of IEM was the networks. They were more than just contacts; 
they were more personal," explained William J. Hynes, aca- 
demic dean, Regis College, Denver, an alumnus of 1982. "We 
still keep in touch. I have aP f he names [of my classmates] on 
my PC. T often send things out and I get lots of correspondence 
back. It perpetuates and distribr'es a lot of good, interesting, 
and useful information (McDade 1986, p. 48) Suzanne Swope, 
an ACE Fellow in 1981-82, commented, 

Through my experience in the Fellows Program, I have 
developed a network of colleagues whose support, knowledge 
of the field, and willingness to help have served as a re- 
source for mutual growth. Th°se colleagues h.. e given me a 
multidimensional view of higher education which has helped 
me to become a better policy maker and administrator (ACE 
1987, p. 2). 

The research of Kanter and Wheatley showed that networks 
that do not do something fall apart. It is not by chance that 
most of the national institutes provide official and tangible sup- 
port for alumni networks. Many keep in touch with aiumni 
through newsletters and sponsor annual events for alumni. 
ACE, IEM and MDP, MLE, and HERS sponsor receptions for 
alumni at major higher education conventions. In addition to 
articles on IEM's programs and faculty, the IEM Newsletter in- 
cludes features on alumni and pages of "Class Notes," which 
include professional information such as job changes and publi- 
cations as well as personal information such as marriages 
and travel of alumni. 

McDadc's (1986) research on the views of senior administra- 
tors on professional development showed that administrators 
valued more highly the contacts or networking benefits of 
professional development programs than issues exploration and 
skills benefits. They felt that all types of programs provide bet- 



ter contacts than skills benefits, although the balance depended 
on the type of program. 

The development of contacts and network building requires 
work, but it ^n also be a self-fulfilling legacy. Administrators 
with large networks of contacts are more likely to run into oth- 
ers whom they already know at pxograms, and thus they gener- 
ally feel more comfortable. From these contacts, they have a 
greater opportunity to meet others and to expand their number 
and range of contacts. Some programs increase the opportuni- 
ties to develop contacts through small group discussions and 
meetings of participants with similar interests. One of the pri- 
mary purposes of programs for new senior administrators is to 
provide a nucleus of contacts in the new job level. 

Materials 

While the content and participation of many programs is 
powerful for the participants, the materials from the programs 
can have an additional impact of their own when reviewed 
again at home after the program, whc used as a reference 
long after the program, and when d' .ributed to colleges 
on campus. 

Conventions often make available printed copies and tapes of 
speeches by key presenters. Advertisements for many seminars 
state that tuition nrice includes a manual of documentation. 
Many 0 f the national institutes (IEM, MDP, HERS) provide 
set of binders containing all of the reading materials for the 
course, which are generally later d : splayed in office book- 
shelves and referred to often. Upon his return from IEM to the 
University of Illinois-Chicago, Clarke Douglas, dean cf stu- 
dents, formed "a student affairs library where student affairs 
journals, materials, and papers brought back from conferences 
[including his IEM curriculum binders] could be made available 
for all of the division" (IEM Newsletter 1987, p. 6). 

Teat, building 

Rarciy is an institution led by just one leader. Usually, there is 
a team of leaders/managers who share the tasks and responsibil- 
ities of guiding the institution. "Each member of the team con- 
tributes to the organization's goals even though only one leader 
may be visible to the public" ("Expert on Leadership" 1986, 
p. 8). Although senior officers may be individually successful, 
they must function as a team to have maximum effectiveness 
for the institution. 
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One way to build a senior administrative team is through 
group participation in professional development programs. 
Many organizations provide discounts for the attendance of 
several administrators from the same institution. As note \ 
AAHE offers not only a discount but also special program- 
ming for administrative teams attending its conventions. 

Several progiams are specifically designed for the attendance 
of teams. For example, the programs for trustee development 
cf the Association of Governing Boards are typically organized 
for a team of president and chair of the board of trustees or 
academic vice president and trustee chair of the committee on 
academics. Other programs are designed so that a team of ad- 
ministrators can focus on an institutional problem and develop 
plans to address that problem with the benefit of critique from 
the program's faculty and other participants. 

National institutes provide another route to team building. 
Over a period of several years, the senior administrative offi- 
cers of Longwood College, Virginia, and Dowling College, 
New York, attended the Institute for Educational Management. 
Although each participant developed personally, they brought 
back "a common vocabulary and context for discussion." Ac- 
cording to Phyllis Mable, vice president for student affairs at 
Longwood, the coiiective experience "gave us a common vi- 
sion of management. It helped to mold us into a stable and vi- 
sionary team. . . .We have a common bonding." Janet Green- 
wood, p^sidenl of Longwood during this period, explained that 
as a result of participating in IEM, her senior officers were able 
to "think institutionally, \fter the IEM exposure, I [could] 
share with my vice presidents more ^f the work of advocating 
for the institution" (IEM Newsletter 1987, pp. 7-8). 

At the Community College of Rhode Island, Robert Sil- 
vcstie, vice president for academic affairs, used materials and 
experiences from his participation in the Management Develop- 
ment Program to conduct a one-semester, in-house seminar for 
his staff. As d result of his MDP-based program, the ''staff 
works better as * ^oup now because they are more comfortable 
vvith each uinu a.id know a bit more about the functioning of 
each other's areas" (IEM Newsletter 1 987, p. 6). 

Time for reflection and thought 

Administrators must spend so much of their time fighting 
"brush fires" that there is rarely time left for reflection and 
thought. They need time to review their goals and their prog- 



ress toward those goals, to think about what they do and why, 
to review what others have done, and to reflect on their 
strengths and weaknesses (Godsey 1983; Green 1983; Eble 
1978; Kanter and Wheatley 1978; Mintzberg 1975). Drucker 
(1973) argued that attending professional development pro- 
grams is a way for executives to keep alert and mentally alive, 
to "get out of the trenches" (Green Forthcoming). Programs 
often provide a way "to bring enjoyment back into what has 
become a tedious, beleaguered, and increasingly difficult job" 
(Lindquist 1981). Administrators often need to physically re- 
move themselves from their regular environment to really be 
able to reflect and think. 

While short meetings, workshops, and conferences provide 
brief moment? away from the job for reflection and thought, 
the longer programs (national institutes and administrative con- 
ferences) often include ample time in their schedules fo; just 
this purpose. Many administrators find this format allows them 
time to wander without agendas, to purue m interest after a 
presentation by further discussion with the speaker or col- 
leagues, or to search out a session on another topic. 

Promotability 

One of the most pervasive m\ hs surrounding professional de- 
velopment programs is that participation in the "right" pro- 
grams will increase promotability. Evidence, albeit scant, is 
contradictory. The literature of the national institutes contains 
data on the number of alumni who have moved to more senior 
positions since participation in the programs. The annual bro- 
chure on the ACE Fellows Program includes the latest statistics 
op the career moves of participants. The annual statistical pro- 
file published by HERS/Bryn Mawr contains a listing of the 
senior administrative positions to which alumni have recently 
moved. 

But in reality, "the effects of such activities on career 
development are almost totally unknown" (Green Forthcom- 
ing). Jack Schuster, a long-time follower of professional devel- 
opment programs in higher education, commented: 

Suggestions that participation in a particular prog *>m may 
have accelerated participants' careers [are] simply not sub- 
stantiated by available data. Wliile participants in the 
sought-after ACE Fellows or IEM programs may enjoy envi- 
able promotion rates, evidence of causation is scant to 
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nonexistent. It may well be that many of those participants 
had already been "fast-tracked" by ther home institutions 
and that selection to participate merely confirms their institu- 
tion's confidence that a participant is primed for advance- 
ment. . . . There is no evidence to establish that one kind of 
program is more efficacious than another" (Green Forth- 
coming). 

Kanter and Wheatley (1978) examined five training programs 
that received support for the advancement of women in higher 
education administration from the Carnegie Corporation during 
the seventies. While only two (IEM and the ACE Institute) of 
the five programs examined in the study still exist, the result* 
of the study may still be relevant. Kanter and Wheatley argued 
that professional development programs have limited success in 
boosting careers because the experience pined is never fully 
integrated into the job. 

There is a striking agreement, both from individual narra- 
tions of careers and research, findings, on the key elements 
to career success: role models, good contacts, sponsorship, 
visibility, being in the right place at the right time, a job 
that forces cne to learn new skills. Training programs that 
occur outside of an institution are separated from these real 
sources of career success: the people and jobs that impede 
or facilitate individual careers. In some instances, training 
tried to offer a short-cut approach to further careers; it at- 
tempts to teach new skills, create connection among people, 
promote individual visibility 1 and offer good role models. But 
training is an extrainstitutional response to a clearly institu- 
tional problem. As such, its impact is badly circumscribed 
(Kanter anJ Wheatley 1978, p. 58). 

At best, they concluded, professional development programs 
provide a spurt of energy but have minimal long-term effects 
on careers. 

Research results aside, people continue to apply to profes- 
sional development programs, particularly the prestigious na- 
tional institutes, villi tfie belief that completion of the program 
will further their careers. The vast majority of applicants for 
IEM state that their career objective is to become a college 
president. While, program participation may not catapult people 
into the nexfrun^ of administra^ou, it may validate accom- 
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plishments and past experiences, test abilities, verify expecta- 
tions, anc certify preparedness. 

Identification of new leaders 

In any field there is the need to identify today the leaders for 
tomorrow. Instead of waiting for new ieaders to emerge 
through natural selection, the academy needs to search for new 
leaders. Opening senior positions of leadership to an increas- 
ingly diverse poul of talent will accomplish this (Green 1987, 
1985). Participation in professional development programs pro- 
vides important access to executive administrative positions by 
exposing women and minorities in the first levels of senior 
leadership positions (such as assistant and associate vice presi- 
dent jobs) to the networks, broadened perspectives, and na- 
tional activities of senior leadership. 

This access is the specific mission of the HERS programs. 
Considerable time is invented during the programs in helping 
participants to understand their career map, the institutional 
world in which they function, and the processes and methods 
for visibility and career advancement. ACE publishes separate 
data on the career promotions of minority and women alumni. 
Most of the programs based on competitive applications empha 
size that they particularly seek women and minorities. Many 
provide special scholarship assistance for these groups. 

There is no particular study evaluating whether the access of 
women and minorities to senior administrative positions has in- 
creased through th* attention of professional development pro- 
grams. Participation, particularly in the prestigious programs, 
does provide a type of certification or "rite of passage" that 
often substitutes for administrative experiences and provides a 
visibility beyond one's own institution. In addition to the 
professional credentiahng that such programs furnish, they pro- 
vide important personal boosts of broadened perspectives and 
increased self-confidence (Green 1985; Moore 1983; Moore ct 
al. 1983; Ernst 1982). 

Despite the career advantages that participation in some 
programs can bring to women and minorities, Kanter and 
Wheatley (1978) found that some institutions sponsored women 
for professional development programs for less than altmis'ic 
reasons. Sott^ :r* f itutions sent women and minorities more as 
a means of "showcasing" them and as evidence of the institu- 
tion's supposed commitment to the promotion ot women and 
minority candidates. Although the institutions appeared progrcs- 



Instead of 
waiting for 
new leaders 
to emerge 
through 
natural 
selection, the 
academy 
needs to 
search for 
new leaders. 



Hicher Education Leadership 



sive, the women involved felt patronized and resented that the 
institutions did not take advantage of their nev/ly developed 
skills. In the long run, the institutions failed "to reap the bene- 
fits of [their] substantial financial investment in their train- 
ing" (p. 30). 

Nonetheless, many institutions use professional development 
programs as a formal mechanism for access. Princeton Univer- 
sity, Ohio State University, and Iowa State University are 
among the many schools that have institutionwide selection 
processes to identify and nominate participants, principally 
women and minorities, to professional development programs 
such as national institutes and administrative conferences. Their 
efforts are still too new to be able to evaluate their success. 

Experience enhancement 

In business and government, a hierarchy of positions provides 
training in management techniques and experiences in leader- 
ship. But the hierarchy of higher education administration is 
very flat. There are only a few significant steps leading to each 
senior position, and each position has such distinct responsibili- 
ties that holding a job on one level does not provide sufficient 
training for a job on the next level. Institutions must find suit- 
able ways for administrators to learn the management tech- 
niques and leadership skills necessary for a new job without 
learning through costly on-the-job mistakes (Dobbins and Stauf- 
fer 1972; Knapp 1969). 

Although there is no real substitute for on-the-job learning, 
professional development programs provide an excellent alter- 
native and "cai be far more efficient in delivering a concen- 
trated dose or needed information or skills" (Green 1985, p. 8; 
Green Forthcoming). A new vice president who now must de- 
vote significant time to fun j raising and must become involved 
in an institution's lobbying relationship with state government 
can acquire a better understanding of the components of the job 
by attending a professional development program specifically 
targeted to these areas. Professional development programs arc 
particularly powerful when they are chosen because of their rel- 
evance to on-the-job projects and current institutional problems. 

Rapid obsolescence of experience 

Irwin Miller of Yale's School of Organization and Management 
observed that "by the time you are in midcareer your 'experi- 
ence' will have been gained in a world that no longer exists" 
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(Gardner 1987, p. 23). This stark cor ment reinforces the need 
for continuous professional development as a way to kety 
abreast of ne ,T developments, trends, and issues. 

Skills learned five years ago, even two years ago, mav be 
out of date in the li^ht of recent technological advances or leg- 
islation. Not only is it necessary for administrators to contin- 
ually add to their abilities by developing fresh skills and acquir- 
ing new leadership techniques, they also must keep going 
back to stay abreast of current information. An administrator 
needs to actively pursue professional development ju : to L e< p 
up, let alone to get ahead. 

Impt *ved specialization or broadened perspectives 
Managers often require instruction in funtwona! areas to learn 
new skills or to update skills as technology and thf y change. 
Some professional developm t programs are designed to im- 
prove an administrator's as of specialization (Ra u sch 1980; 
Lusierman 1977). 7oi example, the Business Institutes offered 
by WACUBO, CACUBO, and SACUBO are particularly de- 
sigixa to improve the financial and business management skills 
of office^ such as vice presidents c ministration. The Wil- 
liamsburg Institute explores both the management and leacL.- 
ship issues of institutional advancement. 

Administrators, particularly at senioi levels, need to be able 
to place their job and institution within an , propriate context. 
These officers 

need opp >rtunities to broaden their perspectives, to expand 
their vision beyond a pamculor position ot institution, and 
to integrate new information that will help them put their 
wc ^k in context. The higher the level of responsibility, the 
greater the need to raise one's sights, to nderstond the in- 
terrelationship of all the parts and to place the institution ut 
the larger social and institutional context (Green 1987, p. 3). 

Professional development programs for senior administrators, 
pc *:cuL y national institutes and administrative conference^, 
are often designed with the goal of broadening participants' 
perspectives. When aj^eo what was the mo^ significant result 
of their participation in a professional development program, 
6,000 respondents of 5S ^oiiege-based profess* al develop- 
ment programs for busine. s executives overwhelmingly replied. 
"Tiie program broadened ir?" (Andrews 1966, p. 162). 
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This broadening can be in many areas. First, professional 
development programs provide an opportanity to scan the envi- 
ronment, to explore external trends, events, and activities in 
other fields and at other institutions. A senior administrator will 
be better able to place his or her institution in its communities, 
to anticipate future problems, and to take advantage of fore- 
casted trends and events. 

Second, professional development programs provide an 
opportunity to better understand the activities of other areas of 
the institution and the world in which administrators lead, 
while preparirg administrators for a more complex role or a 
completely different position in an institution (Peck 1984; 
Rausch 1980). This is a broadening both in a general under- 
standing of the world in which an administrator iLust work and 
in the skills an administrator uses to function effectively in that 
wider arena. In a survey of the top executives of Phillips 
Petroleum, 80 percent felt that the general purpose of a profes- 
sional development program was to broaden the participant's 
view about the managerial function (Starcevich and Sykes 
1980). Kanter and Wheatley (1978) found that "the variety o. 
participants— from institutions different by sizt and type— al- 
lows one to hear different perspectives on similar problems, 
and also to learn that many problems are not unique to one's 
own dilemiras" (p. 19). 

This b r oader perspective generally enables the administrator 
to make decisions that involve the entire institution and its en- 
vironment. Higher education administrators need to keep 
abreast of 'he new and complex higher education issues so they 
can adjust their actions to them (Campanella et al. 1981; 
Fisher 1978a; Newell 1978; Levinson 1968). 

Learning as renewal 

Warren Bennis contends that leaders value learnr ^ and mastery 
(1984). Leaders find the learning experience to be invigorating 
and exhilarating. This is probably particularly true for the lead- 
ers of colleges and universities. Many of these senior adminis- 
trators began as teachers, researchers, and scholars. The- 
elected careers in academe because they enjoy working in an 
environment charged with the electricity of learning. They 
chose their jobs because learning is both professionally and per- 
sonally interesting and important to them. 

Although a love an.1 reed for learning be an important 
characteristic of senior executives of colleges and univprsities, 



formal, planned, and organized learning often fills only the 
smallest percentage of their work lives. Instead, .hey spend 
their days fielding phone calls, sitting in meetings, attending 
ceremonial events, keeping appointments, and solving prob- 
lems, both big and small. Although these tasks may all Le 
learning experiences in their own ways, this constant rush of 
activity leaves little time to systematically explore a subject or 
to thoroughly survey new issues. In short, the officers who or- 
ganize the academy so that others may learn in the most effec- 
tive fashion often have the least opportunity to pursue fo r mal 
and organized learning for themselves. Ana yet, it is this rype 
of oiderly and planned learning tha r \b often the most fulfilling 
and renewing for an administrator. The act of learning can 
bring "a fresh and discerning eye to bear upon even the most 
routine situation, ... but to the extent that there is ^ailure to 
do so, learning dnes up at its freshest and most fruitful source" 
(Houle 1980, p. 45). 

The very act of once again being a student in an educational 
setting may be one of the most Important aspects of attending 
professional development prc^rams. While it is, of course, im- 
portant to learn something, :t is just as significant, simply, to 
learn, to ^xp.c re, to question, to search. This process of learn- 
ing can provide an energy that ca* permeate unrelated areas of 
job performance long after the program itself is completed. 

Increased self-confidence 

Just as learning can increase satisfaction and energize perfor- 
mance, so it can bolster self-confidence. S*nce many cf ihe se- 
nior executives of colleges and universities backed into admin- 
istration afar initial careers in other * ; ?Ids, few have had actual 
training in management and even fewer have had any type of 
leadership education. Attending a professional development 
program on technical topics or on leadership techniques can de- 
mystify subjects so they can be mastered. And mastery leads to 
self-confidence. 

Kanter and Wheatley (1978) found that as a result of partici- 
pation in professional development programs, 67 percent of the 
sample "had become importantly aware of new skills and abili- 
ties . . . including the ability to think strategically, to analyze 
problems and create strategies for addressing then" (p. 32). 
Increased self-confidence and a more clearly defined image of 
skills and abilities can have an important impact because such 
an image can alter behavior (p. 59). 
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When alumni of national institutes discuss their experiences, 
one of the most common themes is the self-confidence they 
gained and the belief that they are as good, if not better, than 
others at administering their institutions. Participants come to 
understand their competitive strengths and how best to use 
them. They better analyze their weaknesses and what they must 
do to gnw m those areas. With increased self-confidence, an 
executive ,nay be more willing to tackle new problems and prot- 
ects and more comiortable with the roles and responsibilities 
administration and leadership. 

Problems 
Career timing 

There is both a right time and a wrong time for certain types of 
professional development. The benefits of a program can be 
completely lost if the administrator is not in the right career 
and experience stage. Lindquist (1981) argued that professional 
development is in essence adult development. Professional de- 
velopment f periences should be chosen not only for their con- 
tent but also for the match of program goals and format to the 
maturation stage of the administrator. 

There is a growing body of research on the developmental 
stages of adulthood (see the work of Levinson and Erickson). 
This literature suggests that th^re is a serier of definable peri- 
ods, each different, through which adults pass. These phases 
are the result of 

the response to specific social and psychological tasks. . . . 
4 s such, development is not simply a consequence of aging. 
Instead, development is seen as the qualitative change in a 
person f s meaning system (Kegan and Lahey 1984, pp. 2 1, 

202). 

HodgKinson's research (1981, 1974) on the stages of aduli 
development is relevant when matching professional develop- 
ment programs to career evolution and personal maturation. 

Hodgkinson tound that, during tiietr twenties, administrators 
are just beginning in the world of management and need to ex- 
plore the detail:, of their specialization area. They need courses 
on management basrs and programs that will help them further 
understand theii specialization areas. Workshops, shct semi- 
nars, and meethgs that focus on tlie area of specialization 
while intr. due? lg management skills perhaps best meet these 



needs. During this period administrators begin to attend their 
professional associations' conventions and start to investigate 
the issues of their field and their relationship to the tota 1 institu- 
tion. By attending professional development programs, they be- 
gin to develop contacts to form a network of colleagues in their 
field. Hodgkinson noted that a neophyte administrator during 
this period of career development is further behind in his or 
career mat. -ation than a faculty member of similar age. Be- 
cause faculty members launch their careers even as graduate 
students, through research for a dissertation and practice teach- 
ing ?s section leaders or teaching assistants, they generally 
have more real experience before their P rst academic appoint- 
ment than do administrators, who usually do not start managing 
until thei first job. 

An administrator in his or her thirties is finding a niche, 
becoming one's own person, and is trying (often successfully) 
to win a first major r dministrative position. This administrator 
needs more management courses with extensive forays into 
leadership techniques end programs that will begin to broaden 
his or her perspectives on the home institution and its environ- 
ment. Internships, such as the ACE Fellows, are particularly 
useful during mis phase because they provide intensive explora- 
tion of administration and its role in higher education institu- 
tions. Many professional associations provide special programs 
for "new administrators," those in their first substantial man- 
agement position in fl ^e field. The NASPA/ACE Institute in 
student personnel is a <> r od example. During this puiod admin- 
istrators begin to attend conventions of associations iu: institu- 
tional groups such as the Council of Independent Colleges. One 
way of "Becoming One's Own Person," a theme of this 
phase, is by developing a reliable circle of professional friends 
at other institutions both for job contacts and for knowledge of 
impending issues and problem*. National institutes and admin- 
istrative conferences are particularly helpful in developing this 
type of nctwo r k, while conventions are of assistance in tending 
and maintaining such a network. 

Hodgkinson described the period roughly between 39 and 43 
years of age as "middles^encc," .vhen administrators must ad- 
just drccms to the ndiilics ui Liicu career choices. This is the 
period that separates the "rising stars" vho will continue on 
their way to the senior positions fron. those who r^rr^in in 
middle-level positions. Both types need programs to further 
broaden their perspectives and to better understand the institu- 
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tion in its entirety. They need more exposure to management 
skills as they encounter new problems and to leadership tech- 
niques as they encounter new challenges. They also need addi- 
tional *ime for reflection on both institutional and personal 
goals. The range of program possibilities for this group is end- 
less. National institutes and administrative conferences serve 
both groups. 

Inis period also holds the greatest threat of burnout. Partici- 
pating in professional development programs may offer an im- 
portant release for these feelings as veil as the boost of energy, 
enthusiasm, ind ideas necessary for i a charging (G'ecn 1987). It 
is no coincidence that many of the conferences that attract ad- 
ministrators in this career phase are in resort areas and include 
substantial time for relaxation and reinvigoration. 

Hodgkinson termed the period between 43 and 50 years as 
"restabilization." During this time, administrators accept life 
as it is, establish new personal goals, acknowledge the institu- 
tion for what it is, and realistically settle on the true impact 
that they can make in the academy. Like earlier phases, this 
phase can profit from professional development programs that 
will continue to refine manageme- skills and leadership tech- 
niq es. 

Kegan and Lahey (1984) noted that durirg this period adults 
lessen thei' "ntification with their jobs and careers. An adult 
"may find i.^nself wanting to place work in some bigger con- 
text that would allow him more access to a side of himself that 
has been neglected in the efforts of the preceding decade 
to establish himself" (pp. 200-201). From a study of leaders 
of a nationally acclaimeJ public school system, they deter- 
mined that during this developmental period, the current feel- 
ings of leaders ''seemed njt 3o much about changes in the in- 
tensity of their commitment but reevaluations of the s'lape of 
that commitment" (p. 201). Unlike earlier phases, administra- 
tors more seriously feel the need to find opportunities where 
they can step out of the demands of their daily jobs and respon- 
sibilities to reflect and think. This is the period during which 
administrators most strongly seek "additive" educational op- 
portunities where they can "replenish their own commitment 
ana knowie igc tnrough h'elong learning*' (Moore and Young 
1987, p. 21,. 

It is thi.- restabilization period that propels many long-time 
senior administrators and presidents with years in the job, a 
siring of accomplishments, and a regional or even national rep- 



utation to a tend a national institute such as the Institute for Ed- 
ucational Management or the College Management Program. 
Such programs provide an opportunity to ponder leadership 
style, to reframe the vision for the institution, and to contem- 
plate the nature of the academy and its relationship to society 
in a fast-paced style with intellectual rigor that is exhilarating 
and invigorating, albeit mentally and physically exhausting. 

Many executives during this phase find that they derive par- 
ticular personal and professional benefits from serving as a 
mentor, for example, for an ACE Fellow. The process of 
teaching another about administration and leadership provides 
unrue opportunities for reflection and reexamination of roles 
and responsibilities. 

Unfortunately, matching the type of professional develop- 
ment experience to career or even personal developmental 
needs is rarely a consideration when an administr^ or chooses 
to attena a program. Nor do many institutions pay attention to 
this issue as attendance of professional development programs 
in negotiated. Many excellent learning opportunities are bun- 
gled or bypassed because of poor planning in this area. Foi ex- 
ample, an administrator suffer^g from burnout would be ill- 
suited to the fast-paced, intellectual boot camp atmosphere of 
the Institute for Educational Management. Instead, he or she 
needs a professional development opportunity with time for re- 
flection, rest, and escape from the daily routine. A new presi- 
dent with years of experience in a vice presidential role may 
not need much additional exposure to higher education issues 
or management theory but will benefit most from seminars on 
leadership techniques or opportunities to broaden his or her 
contacts in the more general world of higher education. 

Administrators consider career timing to be the n ost crucial 
factor when contemplating participation in national institutes 
and the second most important consideration after costs when 
surveying administrate - nferences (McDade 1986). Because 
an administrator may attend an administrative conference only 
every few >ears and a national intitule only once in a career, it 
is important that the natuu goals of the pn^r^m mat^b the 
developmental needs ot the administrator. 
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Family responsibilities 

Administrators must also consider family responsibilities. At 
times, even a oay or two aw?y can cause a hardship for fami- 
lies. Participation in longer programs requires detailed planning 
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for care of children and, as our society ages, for parents and 
older relatives. 

Women r ticularly single mothers, find it more difficult 
than mer ibsent for long times because of the problems 
of arranging . - child care. The child care costs of a single 
mother who recently participated in the Management Develop 
ment Program were almost as much as the program's tuition. 
Based on expectation of these problems, many women choose 
not f o attend these programs. While most institutions pay for 
their senior administrators to attend professional development 
programs, few provide supplemental funds to cover the costs of 
extended child care. 

Time and money 

Participation in professional development programs rep:e3ents 
an investment of time and money for both the administrator and 
the institution. Although it may be possible to calculate the true 
costs of attendance at a one-day program— the tuition price, 
travel expenses, and salary for the time away from work and 
the time neede* to ma.:e the missed work— such a emula- 
tion becomes more involved with programs of longer duration. 
Expenses for a senior administrator's attendance at an adminis- 
trative conference or national institute do not include charges 
for someone to cover an additional job or factor in for opportu- 
nities lost and projects postponed. 

The most important factor to an administrator when selecting 
a program is its curriculum. But even if the topic, format, ped- 
agogy, and faculty are right, the cost, location, and accessibil- 
ity may force him or her to skip the opportunity. In McDade's 
survey (1986) of the issues affecting program selection by se- 
nior adm'nistrators, cost, location, and accessibility were of the 
greatest importance, after content and facu T ty, when consider- 
ing participation in conferences and conventions but least im- 
portant when contemplating attendance at seminars and work- 
shops. For these latter programs, comfr/t— opportunities for 
rest and relaxation and the presence of familiar colleagues- 
was the most important consideidtion. According to Roger 
Iddings, dean of the College of Education at Wright State 
University: 

My interest ts piqued by the topic because of links with 
problems that I'm working on. After that, what attracts me 
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depends on the time it is offered, my time, and my budget 
(McDade 1986, p. 101). 



Financial sponsorship of senior administrators to professional 
development programs is another important issue. While it may 
be expected that colleges and universities assume the costs for 
their participation, they do not or can not always do so. Often 
professional development is one of the first items cut when 
budgets are tight (Green 1937). Because the bene' .s of profes- 
sional development programs cannot be easily quantified, it is 
difficult to argue for such funds on technical merits during the 
budget process. 

Professional development for senior executives poses another 
set of problems. Because of the specia 1 nature and requirements 
of these senior programs (longer length, faculty of the highest 
reputation, more comfortable accommodations, specialized cur- 
riculum often created especially for a specific program), tuition 
is often greater than the co^ts of programs for middle managers 
or for faculty. Poorer colleges and universities simply cannot 
afford the costs of the national institutes. They find it impossi- 
ble to commit several thousand dollar to d single administrator 
when all of the institution's administrators want and need 
professional development opportunities Too often, the senior 
administrators of such institutions cannot consider the more ex- 
pense programs. Other institutions try to bridge this financrJ 
gap by paying part of the tuition or by attempting to find exter- 
nal funding through scholarships and grants. 

Train 'em and lose 9 em 

An argument against sending administiators to professional 
development programs is based on the belief that after an insti- 
tution invests time, energy, and money through development, 
the executive will move on to another institution. This argu- 
ment is particularly valid for administrators moving from 
middle-level positions to lower senior positions (such as a dean 
moving i) assistant or asr.0Ci^e vice ^residency* or ::drr.r:«". 
trators moving from lower .senior to top senior positions (such 
as assistant and associate vice president to vice president). The 
hierarchy of colleges and universities, with its limited opportu- 
nities for advancement, forces administrators to move on to an- 
other institution in order to move up. 

This movement, though, puts professional development i: 
disfavor. Instead, it may be more productive to think of profes- 
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sional development programs as a way of providing new oppor- 
tunities and challenges for administrators within current jobs. 

Selection, integration, evaluation, an^ feedback 
Most institutions have no o; ?ral! plan for the professional 
development of any of their administrators. Although middle- 
level administrators may be selected to attend programs 
within a plan set by their supervisors, there is no one but u _ 
president to direct the profession?! development of senior 
administrators. (And who guides the professional development 
of the president?) Instead, most senior administrators attend 
piograms that seem worthwhile to them, fit in their schedules, 
and do not cost more than their travel and training budgets. 

John Gardner (1987) stresses that professional development 
must be "linked to some form of instruction or counseling and 
feedback" (p. 16). Again, this may occur for middle-Ievei ad- 
ministrators but rarely exists for senior administrators. How- 
ever, some institutions do make attempts to organize selection, 
integration, evaluation, and feedback linked to participation in 
professional development p,ugrams. 

Cornell University is one of the best examples of an institu- 
tion with an integrated p ! an. Each winter a list of professional 
development programs (predominantly national institutes and 
administrative conferences) is circulated among middle- and 
senior J evel administrators. Candidates petition directly to an 
institutional selection committee, and supervisors nominate can- 
didates. The selection committee, comprised of officers such as 
the provost and the personnel director, matches candidates and 
programs to best address the developmental needs of candidates 
and to meet the future leaduship needs of the institution. Once 
selected, the Cornell candidates must still apply to the pro- 
grams for acceptance, but they are assured of Cornell's finan- 
cial support and endorsement. 

Candidates chosen for participation in professional develop- 
ment progr?niS then complete a number cf preparatory steps. 
A: a g:e\ip they meet \\;th va" "is officers of the university for 
a brief overview of the university's operations They complete 
a survey to gather inforrr, tion on Cornell. The personnel office 
sponsors a reception for new candidates to meet with alumni of 
the programs so they can gather information and advice on the 
best ways to benefit from them. After the administrators return 
from ihz programs, they mcci with the personnel office and 
their immediate supervisors. The univer^i:> tries to ascertain 



the benefits of the programs for the individjals and whether it 
should continue sending participants to the programs (Atche- 
son 1987). 

As well organized as this plan is, it still does not include 
methods for combining participation in professional develop- 
ment programs with a project back on camnus, nor does it pro- 
vide for opportunities to integrate new si alls and abilities 
into real job experiences. It is most effective for middle-level 
and first -tier senior administrators, but it docs not as thoroughly 
engage or serve the top executive team. 

Other sources of learning 

People learn in different ways. In fact, by the time one reaches 
adulthood, a preferred mode of learning is usually well en- 
trenched. 

An administrator typically earns in many ways and from 
many sources. In unpublished data from McDade's 1986 study 
of senior -dministrators' viev/s of professional development ex- 
periences, survey participants were asked to rank their preferred 
way of learning new management skills and leadership tech- 
niques. They indicated that learning on the job and reading 
books, articles, and journals were their preferred methods. At- 
tending programs and asking, colleagues were third and fourth 
on the list. 

It is not surprising that rending was sucn a strongly favored 
mode of learning. As discussed in the chapter on the career 
paths of senior administrator, most began their work as profes- 
sors. Their roots a/e in scholarship and their training is iii 
research, critical reading, and analytic writing. They remain the 
preferred learning modes even after the administrator has left 
th> 'acuity. 

Dade's research (1986) showed that intjntional idminis- 
tiators, those who planned and worked toward a career in 
administration, use a greater variety of sources of information 
to impro* their performance and to better execute their respon- 
sibilities, fhey just zi ofiet; acquire information $y ^king col- 
leagues, attending seminars, workshops, and institutes, and 
even enrolling in academic courses as they do by reading. 
These administrators seem to be particularly enthusiastic about 
participating in specialized administrative conferences for senior 
administrators or attending ligher education conventions. 

Unintentional administrators, those who had not planned a 
career in administration, rely much more heavily on the tradi- 
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tional learning style of reading. Interviews to explore the mean- 
ing of these statistics revealed that unintentional administrators 
most often are looking for short-term information to accomplish 
the job at hand. Because they define their adminis.rative stint 
as a short-term break from other responsibilities (usually aca- 
demic), they define their needs for information, management 
skills, and leadership techniques in terms of the present job and 
its problems, but not ir terms of the long-term needs of the in- 
stitution, higher education, or their own careers. Their long- 
term visions are framed by the context of their "real" career, 
usually as a teacher, researcher, and scholar. While contact 
witn other executives is helpful, they see their real networks 
among the colleagues of their discipline. 

Because intentional administrators Trame their careers within 
the context of management, they tend to place the problems 
and challenges of their current j^b in the context of a career in 
administration. Thus, they more often attempt to learn through 
a variety of methods that will elicit not only information for the 
present but contacts and networks in management for the 
present and the future. 

Job coverage and the backed-up work on the desk 
One of the biggest complaints of participants about attending 
professional development programs concerns the work that 
greets them upon returning K< tnsir office. Several late nights of 
work may be required to ;atch up on the work missed while 
attending even a one-day seminar. The problem compounds 
with the length of the program. 

While it may be possible to postpone, or arrange for some- 
one else to cover, the responsibilities of a middle-level admin- 
istrator while he or she is away, such arrangements are not as 

isily accomplished for senior administrators. Because of the 
^.^titutionwide and "end-of-the-line" responsibilities of the 
job, it is often impossible to postpone work or to arrange for 
someone dse to cover. Planning attendance at a professional 
development program requires careful coordination with other 
Members of the senior executive team to anticipate problems, 
arrange supervision of routine tasks, and prepare contingency 
plans for the unexpected. While a senior administrator at a 
large institution may be able to temporarily delegate work and 
responsibilities to associate and assistant vice presidents, such 
de j egation is p*-^^-iar'> difficult at a small institution where 
the senior team may include only four to six people. 



Extended time away from the job is especially difficult for a 
president. There is no "good" time to leave the institution no 
mat:. r how valuable and beneficial participation in a program 
may be. While a president is expected to travel a great deal as 
the representative of the institution, the people back on the 
campus still expect the president to be there when they need or 
want him or her. If one of the other senior administrators is 
asked to substitute, there is still the problem of coverage for 
that administrator's work and responsibilities. 

Many of the longer professional development programs are 
scheduled in the summer when the responsibilities of senior ad- 
ministrators are less pressing and more easily postponed. None- 
theless, many participants still try to take their jobs with them 
to the programs. They are the participants who use the pay 
phone in the lobby between each session to call the office for 
an update on activities. But it is impossible to derive the fullest 
benefits of a professional development program, particularly the 
benefits of a break from routine and a fresh perspective on 
problems, if the daily details of the job are still present. 

Summary 

While there is strong anecdotal evidence that professional 
development programs provide important benefits, there is little 
quantitative evidence to support their value. The short-term 
gains of content and skills can be lost if not immediately ap- 
plied to job-related problems and projects, yet few participants 
or institutions plan for pos urogram evaluation or implementa- 
tion. Although the long-term benefits, particularly in leadership 
techniques, may be the most powerful, they are also the most 
vague and personal and therefore the most difficult to justify. 

These ambiguous benefits must always be balanced against 
the very real problems of participation. At times, it is difficult 
for administrators to see beyond them. Thus, participation in 
professional development programs is often eliminated even be- 
fore the specifics of the program ?re investigated. 

Yet the evidence that does exis* on the benefits— anecdotal, 
tentative, and personal as it may oe -siiii outweighs the disad- 
vantages tied to participation by many senior administrators. 
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CONCLUSIONS AND RECOMMENDATIONS 



While most institutions endorse the concept 01 professional 
development for their administrators, few approach it in a way 
that truly provides the maximum benefit for individual or insti- 
tution, bsually a senior administrator will choose a program 
without guidance or coordination with other members of the 
senior team. Often the only criterion that will matter is that the 
total costs of professional development programs not exceed the 
amount assigned in the yearly budget. "A systematic approach 
to leadership development can also assist institutions in making 
better use of the funds allocated for this purpose and achieve a 
greater return on their investment" (Green 1987, p. 2). 

The women administrators interviewed by Kanter and Wheat- 
ley (1978) for theii study on the impact of various professional 
development programs commented that the programs they had 
attended were "a great personal experience," yet few of their 
institutions had used their newly developed skills (p. 11). Their 
experiences were not atypical. They represr * ^erhaps the 
greatest problem with professional develc ,cnt programs for 
all levels of administratis and the greatest loss for both inrt- 
viduals and institutions. Most administrators attend program ^ in 
a vacuum with little attention from colleagues and supervisors 
and with virtually no integration into the institutional plan. 

To derive the greatest benefit from the professional develop- 
ment of personnel— faculty, staff, and administrators— institu- 
tions must set institutional goals and an integrating plan. There 
must be planning and follow-through by administrators, super- 
visors, and other members of the senior executive team, includ- 
ing the president and the board of trustees who ultimately 
monitor the performance of the institution's administrators. 

The Role of Trustees in Supporting 
Professional Development 

It is ultimately ;ha responsibility of a board of trustees to 
review tlv overall governance of its institution and to create an 
effective environment for leadership. By monitoring and evalu- 
ating the performance of each member of the ^nior administra- 
tive team, the board vvould be better able to support manage- 
ment and leadership improv mem. Such prescriptive evalua- 
tions ot senior officers by boaids of trustees could strengthen 
the leadership, and thus the governance and structure, of the 
entire institution. 

Each individual's evaluation should include an examination 
of job performance and a determination of salary recognition. It 
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should also include *r. an-iiysis of the individual's management 
skills and leadership techniques and judge how up to date they 
are and how relevant to the institution's projects and pruolems. 
It may be helpful to measure performance by comparing the job 
requirements against a theoretical list of senior administrative 
responsibilities and skills instead of a job description. The ear- 
lier list of skills and knowledge necessary for administration or 
the lists provided by any number of writers on leadership 
(Gardner 1986; Bennis 1984) may serve as the launching point 
for a more creative analysis. 

Together, the board (or its evaluation team) and the senior 
officers should plan ways for each to address areas of less ex- 
pertise and experience. While Kerr's report specifically ad- 
dressed the issue of strengthening presidential leadership, the 
charge to the board is also applicable to the entire senior lead- 
ership team. They 

should be encouraged to take advantage of opportunities for 
professional development (as part of working time) through 
travel abroad and attendance at conferences, seminars, and 
summer training sessions. Attendance at association meetings 
with other [senior administrators] can often be not only an 
excellent learning experience but also very refreshing as 
[senior officers] share their problems, and in hearing, 
lighten their sense of burden (Kerr 1984, p. 48). 

Members of boards of trustees are chosen, in large part, for 
their experiences and expertise in management and leadership, 
which, it is hoped, they wiP share with the institution. Most 
work in business and industry where professional development 
is a iiormal, routine, and expected part of all managers' lives. 
Often, trustees are alumni of university executive development 
programs, active in their own professional associations, or 
teaching in programs in their own industry. They shape and di- 
rect professional development policies for their own companies 
yet neglect to apply the same guidelines to the higher education 
institutions they advise. 

Trustees can better create a prescriptive evaluation process 
by requiring not only a job performance review, but an assess- 
ment of management and leadership abilities as well. Such an 
appraisal could be completed by an outside evaluator, collected 
through interviews with members of the senior team and their 
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subordinates, or compiled through the self-analysis of eacn offi- 
cer. The board or the evaluation committee should discuss the 
results of this assessment with each officer to determine major 
goals for management improvement and professional develop- 
ment participation. While it is inappropriate for a board to be- 
come involved in the decision of who attends each and every 
conference, convention, or seminar it is the responsibility of 
the board to encourage or even require senior officers to regu- 
larly , Jlicipate in major learning experiences. To this end, the 
board (or its evaluation team) should become familiar with the 
major types of professional development opportunities available 
and discuss options with the senior officers. 

When a board and a senior officer agree on the officer's 
participation in a major professional development program, the 
board should ensure that the officer is truly free of the day-to- 
day responsibilities of his or her job. Programs such as the In- 
stitute for Educational Management, HERS/Bryn Mawr, and 
the College Management Program require that participants be 
officially relieved of responsibilities for the duration of the pro- 
grain and that someone else be assigned temporarily. This 
should guarantee that the participant will not be bothered by 
job-related phone calls and mailed materials or required to re- 
turn home during the program. Such interruptions violate the 
learning environment of the program, diminish the officer's 
ability to concentrate and wholly participate, and reduce the to- 
tal learning experience. 

Upon completion of a major professional development ex- 
perience or as part of an annual job performance review, senior 
officers should summarize what they learned at the program(s) 
and how applicable it is to their job and the institution. They 
should then evaluate the quality of the actual programs. The 
summary will provide a basis for future job appraisal, while the 
evaluation will help the board to assess whether it wants to 
continue sponsoring participation in particular programs. 

It is difficult for the president and members of his or her 
leadership team to declare professional development for senior 
administrators as an institutional goal since they would become 
major beneficiaries of the policy. Instead, it may be more poli- 
tic for the board of trustees to issue a statement of policy 
and to back it with tangible support of money and personal 
involvement. The board should do whatever is necessary to in- 
stitutionalize professional development so that all levels of per- 
sonnel—faculty, staff, and administrators— can benefit. 
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Boards must recognize that even in tight fiscal times, ex- 
penditures on professional development by the president and 
others will improve the performance of administrators on 
many fronts. While knowledge and skills acquired trough 
seminars and workshops can have a clear pay-off in terms of 
money saved and lawsuits headed off, the personal renewal 
of administrators wiV also accrue benefits to the health and 
vitality of the institution (Green Forthcoming). 

A RoSe for Foundations in Professional Development 

Most of the major professional development programs for ad- 
ministrators of higher education were created with funds from 
foundations and corporations. Once the programs became estab- 
lished, most of the foundations moved on to support other proj- 
ects, leaving the programs to be self-s^cient. The financial 
base for these programs consists of tuition, fees, and contribu- 
tions from alumni. Occasionally, program expenses are aug- 
mented by grants for supporting research solicited by program 
director(s). 

This self-sufficiency covers the costs for the programs. 
Rarely are substantial funds left over for curriculum research 
and design or for more theoretical research in the develop- 
mental needs of administrators or the future issues of higher ed- 
ucation institutions. By ^vesting in professional development 
programs, foundations could make a significant difference in 
the current and future leadership of colleges and universities. 
Funds are needed in three areas: 

• Additional research is needed to support the development 
of management and leadership expertise. Some areas in- 
clude adult development as it applies to career evolution 
and learning theory and styles. Also needed is research 
into the career paths of higher education administrators, 
emphasizing experience building and skill development. 

• Even successful programs need periodic evaluation and 
redesign, no matter how great the costs. Funds are needeJ 
to assess the current and future educational needs of 
senior administrators and to develop curriculum materials 
relevant to their management and leadership situations. 
More professors need to be trained in the teaching tech- 
niques used at executive programs, such as case teaching, 
role playing, and simulation, which are often very differ- 
ent from the techniques used by profes. ors in graduate and 
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undergraduate classes or even by speakers at conventions 
and meetings. 

• Although senior officers and boards of trustees may agree 
that professional development opportunities can be benefi- 
cial, many institutions simply cannot spare the funds. 
Scholarships arc needed to support professional develop- 
ment for administrative officers of financially struggling 
institutions and for women and minorities. These funds 
could be made available in a variety of ways: directly to 
institutions to develop their own officers; directly to the 
professional development programs to subsidize tuition 
costs for specific groups of participants; and directly to the 
individuals, through national, regional, or local competi- 
tions. 

Better Ways to Use Professional Development Programs 

The value of professional development programs can be en- 
hanced by preparation and follow-through, Tiile many of these 
suggestions may be obvious and simplistic, few administrators 
make the time for them, and few college* and universities institu- 
tionalize the procedures. The following suggestions are 
loosely based on the work of Van Auken and Ireland fl980). 

• Before attending a program, an administrator should do 
some research, even if cursory, to best understand the cur- 
riculum. This will provide a better framework for under- 
star ling the particular program ana will allow the partici- 
pant to ask more informed questions. Even if the program 
addresses a problem currently facing the administrator, he 
or she can list the key aspects of the problem and the 
areas that would most benefit from assistance. 

• An administrator shou!d discuss the goals, content, and 
format of the program with colleagues. There may be top- 
ics that, although not immediately interesting or applicable 
to the participant, may be of great interest to the other ad- 
ministrators of the institution. By attending those sessions 
and reporting back tc colleagues, benefits can accrue to 
more than just the participant. 

• Some programs have unique pedagogy or formats. This is 
particularly true of national institutes and administrative 
conferences. It is helpful to obtain a list of past partici- 
pants, particularly those from ;he last year or two, and ask 
them questions about the program. What did the alumni 
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feel were the strengths and weaknesses of th^ program? In 
hindsight, what could the alumni have done on his or her 
own to mitigate the weaknesses? Would particular prep- 
arations have made the program more productive? What 
is the best advice for deriving the most value from the 
structure, the content, the other participants, the faculty? 

• Before leaving for the program, it is important to deter- 
mine the best way to document information. Notes will be 
most helpful if they are organized by their intended use. 
While taking notes during programs high in content may 
be relatively easy, it is more difficult to document pro- 
grams that concentrate cn process and experiential learn- 
ing. Through the years, participants in the Institute for Ed- 
ucational Management have used a variety of techniques 
to capture these more intansible insights. Some keep jour- 
nals in which they discuss new insights and fresh idsas. 
One recent participant wrote a letter to himself at the jnd 
of each day so he could collect observations. When he re- 
turned home the letters were a welcome reminder and a 
detailed record of his experiences. Another participant, 
perhaps more bold, sent similar letters to his assistant. 
Each letter contained notes, an outline, or action that the 
administrator planned to take based on an experience or 
conversation that day. By sending the letters, the adminis- 
trator guaranteed that his goals were on record and that, in 
a public way, he was committed to the actions. Other par- 
ticipants have taken notes in several colors: one color for 
content, another color for new ideas and insights, another 
color for future actions. 

• It is smart to plan opportunities to meet colleagues at 
professional development programs. Because of their large 
attendance, conventions provide a prime opportunity 

to meet with other administrators to discuss specific prob- 
lems and issues, especially if appointments are made be- 
forehand. It is easier 10 see a number of people at a con- 
vention than to travel to meet each one individually. 
Often, associations will confirm if someone is registered 
or send out early versions of registration lists. It is not 
unusual to see administrators at the convention registration 
line first checking the listings of participants at the back of 
the program brochure before reading the listings of pro- 
gram sessions at the front of the brochure. 

• After attending the program, it is helpful to report to 



colleagues on the experience and to critique benefits, 
shortcomings, and overall impact. Materials should be 
distributed. A report should be written that summarizes in- 
sights and discoveries. Such a report should evaluate 
the program and include an action plan for developing the 
ideas gathered there. Even if the program was a one-day 
meeting of professional colleagues, it is best to take notes 
on the meeting for later reference. These notes and reports 
should ue reviewed periodically to recapture insights, to 
evaluate progress on plans, to measure performance and 
development, to remember contacts, and to survey needs 
for future professional development. 

Van Auken and Ireland (1980) argued that professional 
development programs 

are a major source of human resources investment. . . [and] 
like any business investment, a satisfactory return must 
be sought despite the subjective and qualitative nature of 
seminar learning. Only through designing and implementing 
a seminar investment strategy . . . can returns be maximized 
(p. 21). 

Professional Development of Middle-Level Administrators 

As Scott (1978b) observed, "Higher education has not yet real- 
ized its responsibility for the professional development of 
its mid-level staffs" (p. 28). Professional developme.. r 
middle-level administrators is in the same disorganized state as 
that of senior-level executives. While the same type of pro- 
grams exist for them, the numbers of programs vary. There are 
fewer national institutes and administrative conferences for 
middle-level administrators. 

If the research on the roles and responsibilities of senior 
administrators has been moderate, comparable research on 
middle-level administrators has been minimal. Since it is nearly 
impossible to ascertain the professional development needs of 
middle-Ieve! administrators without first understanding what 
they do and how they contribute to the institution and its mis- 
sion, few developmeiit programs have been developed for this 
group The national professional development programs are 
more likely to be pegged for "beginning administrators" rather 
than for middle-level executives. Or programs for conventions 
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or professional associations are generic, with a little bit of 
something for everyone who attends. 

Institutions with strong professional development plans 
usually include both middle and senior executive groups. For 
example, while Longwood College uses the Institute for Educa- 
tional Management for team building among senior administra- 
tors, it uses the Management Development Program and HERS/ 
Bryn Mawr for the development of middle-level managers. The 
Cornell program encourages both senior- and middle-level ad- 
ministrators by endorsing a range of programs with a wide 
range of applicability. 

Future Research Agendas 

Since the organization and sponsorship of professional develop- 
ment programs are so decentralized, it is unlikely that the 
results of research will greatly influence the design and struc- 
ture of programs already in existence (Green Forthcoming). Yet 
over time older programs have changed as sponsors refined and 
further tested their content, pedagogy, and format. Research 
may have its most significant impact on the development of 
new programs. It may influence how individuals and institu- 
tions use professional development programs. 

The literature of adult development is growing steadily and 
has already produced many insights into career evolution and 
professionalization. Although the research of Hodgkinson, Ke- 
gan, and Lehay and others in adult development has important 
application to the understanding of administrative growth, there 
is a need for more research with specific orientation to the de- 
velopment of management expertise and leadership style. How 
do the challenges of management and leadership mesh with the 
maturation of adults, with their growth needs, and with their 
psychological evolution? With increased application of these 
theories of adult, career, management, and leadership develop- 
ment, institutions will be better able to understand and prepare 
for the education of their key administrators. Research in this 
field will benefit not just higher education, but business, indus- 
try, government, and the military. 

Further research into the career paths of academic and non- 
academic administrators will also help us understand their 
professiona 1 development needs. As we better appreciate the 
varied experiences of administrators, it will be easier to plan 
ways to fill in experiences, reinforce abilities, and develop 
skills. It v/ill be helpful to better understand what administra- 



tors do, what they need to know to perform their jobs, and 
what they desire to learn to better fulfill their responsibilities 
(Green Forthcoming; Moore et al. 1983; Hodgkinson 1981, 1974). 

The literature on learning styles is already substantial. Much 
has been written on the theories of adult learning styles as they 
apply to continuing and professional education. We need to fur- 
ther elaborate the theories of learning styles for the areas of 
management skills and leadership techniques. 

There is a strong literature on continuing professional 
education derived from experience in the fields of medicine, 
dentistry, accounting, law, library science, and finance (Houle 
1980). The literature addresses such issues as the best ways to 
fortify learning after returning to work, the most beneficial 
forms of on-the-job and in-house education, and the best meth- 
ods for professional development for groups and individuals. 
One of the issues no* sufficiently explored involves the true 
costs of professional development. While the literature can help 
institutions invest in professional development for their admin- 
istrators, there is still a need for more specific research in lead- 
ership education. 

Although many programs collect data cn their effectiveness 
(as defined by the program), career enhancement of alumni, 
and other program attributes, there has been virtually no in- 
depth and comprehensive research on the benefits and effective- 
ness of professional development for senior or, for that matter, 
any level of administrators. The Kanter and Wheatley study 
(1978) focused on only eight programs (only two are still in 
existence) and how they affected women participants. Mc- 
Dade's study examined only the tangible benefits of content 
and contacts. The study by Andrews (1966) is still the most en- 
cyclopedic survey of professional development programs, but 
it considered only business programs and their effect on busi- 
ness executives and the study is now more than 20 years old. 

To better design programs, we need to know what can best 
be taught in this format and what impact participation in var- 
ious types of programs has on the skills and abilities of admin- 
istiatcrs. In short, we need to know what works and what does 
not work. Does participation in major professional development 
programs make a difference in career development? Does such 
participation improve the access of women and minorities to 
senior administrative positions? The answers to these questions 
would have a significant impact on the policy decisions of ad- 
ministrators choosing programs, on the wa> institutions plan for 
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the development of their administrators, and on the foundations 
and associations that provide the major funding for many 
programs (Green Forthcoming; McDade 1986). 

Despite the minimal amount of concrete documentation 
available to substantiate how these programs aid in the refine- 
ment of skills, exploration of issues, and advancement of ca- 
reers, these programs provide a vital means of administrative 
and leadership development that should not be ignored or ne- 
glected. 



APPENDIX 



NAMES AND ADDRESSES OF REPRESENTATIVE 
PROGRAMS 

American Association for Higher Education (AAHE) 
One Dupont Circle, N.W., Suite 600 
Washington, DC 20036 
(202) 293-6440 
Contact: Ann Fo»d 

American Association of State Colleges and Universities (AASCU) 
Academic Affairs Resource Center 
One Dupont Circle, N.W., Suite 700 
Washington, DC 20036 
(202) 293-7070 
Contact: Evelyn Hively 

American Association of Community and Junior Colleges (AACJC) 
One Dupont Circle, N.W., Suite 410 
Washington, DC 20036 
(202) 293-7050 
Contact: Connie Odems 

American Conference of Academic Deans 

Association of American Colleges (AAC) 
1818 R Street, N.W. 
Washington, DC 20009 
(202) 387-3760 
Contact: Shelagh Casey 

American Council on Education (ACE) 
Center for Leadership Development 
One Dupont Circle, N.W., Suite 800 
Washington, DC 20036-1193 

Fellows Program 
(202) 939-9420 
Contact: Madeleine F. Green 

Chairing the Academic Department 

Workshop for Department/Division Chairpersons 

(202) 939-9415 

Contact: Rose-Marie Ostcr 

Presidential Seminars 
(202) 939-9410 
Contact: Marlcnc Ross 
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Association of Governing Boards of Universities and Colleges 
(AGB) 

One Dupont Circle, N.W., Suite 400 
Washington, DC 20036 
(202) 296-8400 
Contact: Barbara Taylor 

American Management Association (AMA) 

135 West 50th Street 
New York, NY 10020 
(212) 903-8040 

AMA Extension Institute 
P.O. Box 1026 
Saranac Lake, NY 12983 

Business Management Institute (National Association of College 
and University Business Officerr) 

CACUBO 

University of Wisconsin/Milwaukee 
(219) 844-0520 
Contact: Gary Newsom 

SACUBO 
6 Blazer Hall 
University of Kentucky 
Lexington, KY 40506-0012 
(606) 257-6368 
Contact: Kathv Hatfield 

WACUBO 

P.O. Box 2349 
Stanford, CA 94305 
(415) 642-8292 
Contact* Stephanie Sin 

Center for Creative Leadership 

5000 Laurinda Drive 
P.O. Box P-l 

Greensboro, NC 27402-1660 

(919) 288-7210 

Contact: Patricia A. Wcgncr 

College Management Program (CMP) 

Carr.cgie-Mcllon University 
School of Urban and Public Affairs 
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Schenley Park 
Pittsburgh, PA 15213-3890 
(412) 268-2195 
Contact: Harry Faulk 

Creative Management in Higher Education 
6401 Odana Road 
Madison, WI 53719 
(608) 273-0350 and (800) 233-9767 
Contact: Gudrun Sindermann 

Institute for Educational Management (IEM) 
Harvard University 
339 Gutman Library, Appian Way 
Cambridge, MA 02138 
(617) 495-2655 
Contact: Sharon A. McDade 

Institute for the Management of Lifelong Education (MLE) 
Harvard University 
339 Gutman Library, Appian Way 
Cambridge, MA 02138 
(617) 495-3572 
Contact: Clifford Baden 

Management Development Program (MDP) 
Harvard University 
339 Gutman Library, Appian Way 
Cambridge, MA 02138 
(617) 495-2655 
Contact: Sharon A. McDade 

Management Institute for Women in Higher Education (HERS/ 
New England) 

Higher Education Resource Services 

Wellesley College 

Wel'eslcy, MA 02181 

(6P) 235-0320, x2529 

Contact: Sussn Knowles 

National Association of College and University Business Officers 
(NACUBO) 

One Pupont Circle, N.W., Suite 510 

Washington, D.C. 20036 

(202) 861-2500 

Contact: Mary Beth Ho^m 
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National Association for Student Personnel Administrators/ 
American Council on Education (NASPA/ACE) Institute for 
Student Personnel 

University of Maryland 
2130 North Administration 
College Park, MD 20742 
(301) 454-2925 

Cent—" William L. Thomas, Jr. 

National C.mer for Higher Education Management Systems 
(NCHEMS) 

NCHEMS Management Services, Inj. 

P.O Drawer P 

Boulder, CO 80302 

(303) 497-0365/0345 

Contact: Grace Morlock 

National Conference of Academic Dean« 

EAHED 

309 Gundersen Hall 
Oklahoma State University 
Stillwater, OK 74078-0146 
(405) 624-7244 

Contact: Thomas Karman or John Gardiner 

Summer Institute for Women in Higher Education Administration 
(HERS/Bryn Mawr) 

For information about admissions process and residential living: 

Bryn Mawr College 

Bryn Mawr, PA 19010 

(215) 645-6161 

Contact: Margaret M. Hcaly 

For information about curriculum, faculty, and alumnae activities: 
HERS, Mid-America 
Colorado Women's College Campus 
U diversity of Denver 
Denver, CO 80220 
(303) 871-6866 
Contact: Cynthia Sccor 

Summer Institute on College Admissions 

4 Clematis Road 
Lexington, MA 02173 
(617) 492-6573 
Contact: Jacquclyn R. Smith 
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The Troutbeck Program 

The Educational Leadership Project 

The Christian A. Johnson Endeavor Foundation 

109 East 89th Street 

New York, NY 10128 

(212) 534-2904 

Contact: Nicholas FarnHam 

Williamsburg Development Institute 

109 Crownpoint Road 
Williamsburg, VA 23185 
(804) 220-7155 
Contact: Roger Thaler 

RESOURCES ON PROFESSIONAL DEVELOPMENT 

Bricker's International Directory 

Brick x Executive Education Service 
Peterson's Guides, Inc. 
166 Bunn Drive 
P.O. Box 2123 
Princeton, NJ 08543-2123 

An Independent Sector Resource Directory of Education and 
Training Opportunities and Other Services 

Independent Sector 

1828 L Street. N.W. 

Washington, D.C. 20036 
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